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Abstract 
Early childhood education for sustainability (ECEfS) is becoming recognised 
internationally as an important means for young children to develop their attitudes 
and daily behaviours in relation to sustainability. Yet, there is little research in 
addressing how the concept of sustainability in early childhood education (ECE) 
might be understood differently within different social and cultural contexts, 
especially between nations. In addition, few studies have been concerned with how 
cultural and social contexts may affect the ways in which sustainability and ECEfS 
are enacted.  
 
This conceptual study examines how early childhood curriculum documents in two 
culturally different contexts are aligned with current concepts of sustainability and 
ECEfS principles. The Korean Nuri curriculum document and the Australian Early 
Years Learning Framework were used as the primary sources for a comparative 
study within the framework of critical document analysis. The analysis process 
consisted of three stages: description (text analysis), interpretation (processing 
analysis), and explanation (socio-cultural analysis). The comparative analysis 
proposes that predominant cultural dimensions in each, such as collectivistic and 
individualistic factors, may shape the understandings of sustainability in each 
country’s curriculum. This study is underpinned theoretically by taking an 
holistic/whole systems view which focuses on the social-cultural aspects of 
sustainability with the idea of education for sustainability contributing to sustainable 
communities and, ultimately, sustainable societies. By broadening the focus, this 
study makes a contribution to the development of a culturally inclusive 
understanding of the concept of sustainability and contextualised/localised 
approaches to ECEfS.  
 
 
 5 
Table of Contents 
Keywords ................................................................................................................................................ 3 
Abstract ......................................................................................................................................... ……. 4 
Table of Contents .................................................................................................................................... 5 
List of Figures ......................................................................................................................................... 8 
List of Tables .......................................................................................................................................... 9 
List of Abbreviations ............................................................................................................................. 11 
Statement of Original Authorship ......................................................................................................... 12 
Acknowledgements ............................................................................................................................... 13 
CHAPTER 1: INTRODUCTION ...................................................................................................... 14 
1.1 BACKGROUND ............................................................................................................................. 14 
1.1.1 Education for sustainability .............................................................................................. 14 
1.1.2 Early childhood education for sustainability ..................................................................... 16 
1.1.3 The understandings of sustainability ................................................................................. 18 
1.1.4 Understandings of the concept of sustainability in curriculum documents ....................... 19 
1.2 KEY DEFINITIONS ....................................................................................................................... 22 
1.2.1 Sustainable development ................................................................................................... 23 
1.2.2 Sustainability..................................................................................................................... 24 
1.2.3 Inclusive education for sustainability and cultural differences ......................................... 27 
1.3 SIGNIFICANCE OF RESEARCH ................................................................................................. 29 
1.4 RESEARCH PURPOSE AND QUESTIONS ................................................................................. 30 
1.5 OVERVIEW OF STUDY DESIGN ................................................................................................ 31 
1.6 OUTLINE OF CHAPTERS ............................................................................................................ 32 
CHAPTER 2: LITERATURE REVIEW .......................................................................................... 35 
2.1 EDUCATION FOR SUSTAINABILITY ....................................................................................... 35 
2.1.1 Development of education for sustainability .................................................................... 35 
2.1.2 Sustainability in education within different contexts ........................................................ 37 
2.2 EARLY CHILDHOOD EDUCATION FOR SUSTAINAIBLITY ................................................ 40 
2.2.1 Children as agents of change for sustainability ................................................................. 41 
2.2.2 Sustainability in young children’s everyday lives ............................................................. 44 
2.3 EARLY CHILDHOOD EDUCATION CURRICULUM ............................................................... 46 
2.3.1 An holistic approach to education for sustainability ......................................................... 47 
2.3.2 Curriculum frameworks and early childhood education for sustainability ....................... 48 
2.3.3 Early childhood education for sustainability curriculum document research ................... 49 
2.4 EARLY CHILDHOOD EDUCATION FOR SUSTAINABILITY AND CURRICULUM IN 
DOCUMENT IN SOUTH KOREA AND AUSTRALIA ..................................................................... 52 
2.4.1 South Korea ...................................................................................................................... 53 
2.4.2 Australia ............................................................................................................................ 57 
2.4.3 South Korea and Australia ................................................................................................ 63 
2.5 CONCLUSION ............................................................................................................................... 64 
CHAPTER 3: STUDY DESIGN ........................................................................................................ 65 
6  
3.1 QUALITATIVE RESEARCH: COMPARATIVE STUDY AND CRITICAL DOCUMENT 
ANALYSIS ........................................................................................................................................... 65 
3.1.1 Comparative study ............................................................................................................ 66 
3.1.2 Critical document analysis ................................................................................................ 67 
3.2 METHODS ..................................................................................................................................... 70 
3.2.1 Data collection .................................................................................................................. 71 
3.2.2 Data analysis ..................................................................................................................... 72 
3.2.3 A preliminary analysis using critical document analysis .................................................. 81 
3.3 THE LIMITATIONS OF THE STUDY ......................................................................................... 83 
3.4 CHAPTER SUMMARY ................................................................................................................. 84 
CHAPTER 4: STAGE 1 - DESCRIPTION: TEXT ANALYSES OF THE CURRICULUM 
DOCUMENTS ..................................................................................................................................... 87 
4.1 NURI CURRICULUM DOCUMENT IN KOREA ........................................................................ 89 
4.1.1 Concept 1: The Concept of Sustainability ........................................................................ 90 
4.1.2 Concept 2: Children as Agents of Change for Sustainability ............................................ 92 
4.1.3 Concept 3: Sustainability in Young Children’s Everyday Lives ...................................... 94 
4.2 EARLY YEARS LEARNING FRAMEWORK IN AUSRALIA ................................................... 95 
4.2.1 Concept 1: The Concept of Sustainability ........................................................................ 96 
4.2.2 Concept 2: Children as Agents of Change for Sustainability ............................................ 97 
4.2.3 Concept 3: Young Children’s EfS in their Everyday Lives ............................................ 101 
4.3 COMPARING THE ANALYSIS OF THE NURI AND EYLF ................................................... 101 
CHAPTER 5: STAGE 2 – INTERPRETATION: PROCESSING ANALYSES OF THE 
CURRICULUM DOCUMENTS   .................................................................................................... 104 
5.1 CONCEPT 1: THE CONCEPT OF SUSTAINABILITY ............................................................. 105 
5.1.1 Dimension A. Environmental ......................................................................................... 106 
5.1.2 Dimension B. Economic ................................................................................................. 110 
5.1.3 Dimension C. Social ....................................................................................................... 112 
5.2 CONCEPT 2: CHILDREN AS AGENTS OF CHANGE FOR SUSTAINABILITY ................... 114 
5.2.1 Dimension A. Belonging ................................................................................................ 115 
5.2.2 Dimension B. Wellbeing ................................................................................................. 118 
5.2.3 Dimension C. Exploration .............................................................................................. 120 
5.2.4 Dimension D. Communication ....................................................................................... 121 
5.2.5 Dimension E. Contribution ............................................................................................. 123 
5.3 CONCEPT 3: SUSTAINABILITY IN YOUNG CHILDREN’S EVERYDAY LIVES............... 124 
5.4 A 2
ND
 STAGE COMPARISON OF THE NURI AND EYLF ...................................................... 126 
CHAPTER 6: STAGE 3 - EXPLANATION: SOCIO-CULTURAL ANALYSES OF THE 
CURRICULUM DOCUMENTS   .................................................................................................... 129 
6.1 SUSTAINABILITY CONCEPTS IN EARLY CHILDHOOD EDUCATION: MONISTIC VS 
DUALISTIC ....................................................................................................................................... 131 
6.1.1 View of nature and sustainability concepts ..................................................................... 131 
6.1.2 Inclusive concept of sustainability for education ............................................................ 134 
6.2 CHILDREN’S IDENTITY IN EARLY CHILDHOOD EDUCATION: COLLECTIVISTIC VS 
INDIVIDUALISTIC ........................................................................................................................... 138 
6.2.1 Belonging: Children’s position in society ....................................................................... 138 
6.2.2 Wellbeing: Children’s position in relationship with others............................................. 139 
6.2.3 Exploration: Children’s position in education ................................................................ 140 
6.2.4 Communication: Children’s position in communication ................................................ 141 
6.2.5 Contribution: Children’s position in community ............................................................ 143 
6.2.6 The meaning of ‘agents’ in early childhood education for sustainability ....................... 144 
 7 
6.3 EVERYDAY LIFE IN EARLY CHILDHOOD EDUCATION FOR SUSTAINABILITY: 
SACRED VS SECULAR .................................................................................................................... 147 
6.3.1 Approach to everyday life between Nuri and EYLF ....................................................... 147 
6.3.2 Relational, contextual and conceptual approaches to everyday life ................................ 149 
6.4 APPROACHES TO INCLUSIVE SUSTAINABILITY FOR EDUCATION .............................. 150 
CHAPTER 7 CONCLUSION: AN INCLUSIVE UNDERSTANDING OF SUSTAINABILITY 
IN EARLY CHILDHOOD EDUCATION ...................................................................................... 152 
7.1 OVERVIEW OF THE STUDY .................................................................................................... 152 
7.2 FINDINGS AND SUGGESTIONS FOR INCLUSIVE SUSTAINABILITY FOR EARLY 
CHILDHOOD EDUCATION ............................................................................................................. 155 
7.2.1 Concept 1: The Concept of Sustainability....................................................................... 155 
7.2.2 Concept 2: Children as Agents of Change for Sustainability .......................................... 158 
7.2.3 Concept 3: Sustainability in Young Children’s Everyday Lives ..................................... 161 
7.3 THE SIGNIFICANCE OF THIS INVESTIGATION AND THE FUTURE RESEARCH 
POSSIBILITIES .................................................................................................................................. 162 
REFERENCES .................................................................................................................................. 167 
APPENDICES ................................................................................................................................... 181 
Appendix A 137 statements in the five learning areas within Korean Nuri curriculum .......... 181 
Appendix B 161 statements in the five learning outcomes within Australian EYLF .............. 189 
Appendix C Match checklist between the Nuri’s 137 statements and three concepts ............. 198 
Appendix D Match checklist between the EYLF’s 161 statements and three concepts .......... 211 
Appendix E The Nuri’s statements classified by the three concepts and dimensions ............. 227 
Appendix F The EYLF’s statements classified by the three concepts and dimensions ........... 231 
Appendix G Comparison between Nuri and EYLF ................................................................. 237 
Appendix H Conceptual framework of this study ................................................................... 249 
Appendix I Details of the framework of this study ................................................................. 250 
Appendix J Main Points of Interpretation (Chapter 5) and Discussion (Chapter 6) ................ 252 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
8  
 List of Figures 
Figure 1.1 Four dimensions of sustainable development …………………………………………...24 
Figure 1.2 The triple bottom line model of sustainability…………………………………………...25 
Figure 1.3 The three pillars model of sustainability………………………………………………....25 
Figure 1.4 Sustainable development and sustainability……………………………………………...26 
Figure 2.1 Evolution of EE approaches in policy……………………………………………………36 
Figure 2.2 Ladder of young people’s participation…………………………………………………42 
Figure 2.3 Holistic model of sustainable early childhood setting……………………………………47 
Figure 3.1 Research approaches of this study………………………………………………………. 66 
Figure 3.2 CDA seen from the point of view of document analysis………………………………...68 
Figure 3.3 CDA seen from the point of view of critical discourse analysis…………………………69 
Figure 3.4 Fairclough’s dimensions of discourse and discourse analysis…………………………...70 
Figure 3.5 The three concepts about the concept of sustainability and EfS principles and their related 
dimensions used in this study………………………………………………………………………..73 
Figure 3.6 Tool for ‘the concept of sustainability’…………………………………………………..75 
Figure 3.7 Tool for the view 'children as agents of change'…………………………………………77 
Figure 3.8 Tool for the idea 'Sustainability in young children’s everyday lives'……………….…….78 
Figure 4.1 The percentage of inclusion of sustainability within South Korean and Australian 
curriculum documents………………………………………………………………………………. 102 
Figure 5.1 Children’s belonging in the Nuri curriculum document …..………………………….... 115 
Figure 5.2 Children’s belonging in EYLF……………………………………………………….. 117 
Figure 5.3 Children’s wellbeing in the Nuri curriculum documen ………………………….............118 
Figure 5.4 Children’s wellbeing in EYLF……………………………………………………...……119 
Figure 5.5 Children’s exploration in the Nuri curriculum document………………………………. 120 
Figure 5.6 Children’s exploration in EYLF……………………………………………………….…121 
Figure 5.7 Children’s communication in the Nuri curriculum document…………………………....122 
Figure 5.8 Children’s communication in EYLF………………………………………………….….123 
Figure 5.9 Children’s contribution in EYLF…………………………………………………….…..124 
Figure 5.10 Sustainability in young children’s everyday lives in the Nuri curriculum document......125 
Figure 5.11 Sustainability in young children’s everyday lives in EYLF……………………….…....126 
Figure 6.1 Two curriculum documents’ different ways of viewing nature…………..…………….132 
Figure 6.2 Current concept of sustainability…………………………………………….……….…..135 
Figure 6.3 Different understanding of the concept of sustainability…………………..………….…135 
Figure 6.4 Inclusive concept of sustainability…………………………………………………….…137 
Figure 6.5 Children’s position in society as indicated by Nuri and EYLF……………………….…138 
Figure 6.6 Children’s position in relationship with others as indicated by Nuri and EYLF…….….140 
Figure 6.7 Children’s position in education as indicated by Nuri and EYLF……………………....141 
Figure 6.8 Children’s position in communication as indicated by Nuri and EYLF ………………...142 
Figure 6.9 Children’s position in community as indicated by Nuri and EYLF and their                
contribution…………………………………………………………………………………….….143 
Figure 6.10 Children’s position in EfS, as seen by the two curriculum documents……………..…..145 
Figure 6.11 Current children’s position in ECEfS…………………………………………………...146 
Figure 6.12 Proposed children’s position in ECEfS………………………………………………....146 
Figure 6.13 Approach to children’s everyday lives, as seen by the two curriculum documents….…148 
Figure 6.14 Proposed approach to children’s everyday lives in ECEfS………………………....…..149 
 
 
 
 9 
List of Tables 
Table 1.1 Sustainability in ECEfS and principles of EfS in early childhood curriculum document in 
four countries…………………….…………………………………………………………….……20 
Table 2.1 Factors that impact on the concept of sustainability in education    …………..……….….39 
Table 2.2 The seven characteristics of EfS in Icelandic study…………………..…………………….50 
Table 2.3 Three dimensions of sustainability and the contents in Yoo et al’s Korean study………….51 
Table 2.4 The outlines of Korean early childhood education.……………………………………….. 54 
Table 2.5 The three strategies and eight policy tasks of the Activation Plan of Green Growth 
Education………………………………………………………………………………………….…..55 
Table 3.1 Eleven issues of EfS proposed by UNESCO……………………………………..……….....74 
Table 3.2 Example of tool usage of the concept 1……………………………………………………………83 
Table 4.1 Three concepts and dimensions of each concept……………………………………………..….87 
Table 4.2 The number of statements and percentages relevant to the three concepts in the five learning 
areas within the Nuri curriculum document…………………………………………………………..89 
Table 4.3 The key terms and the main ideas relevant to the environmental dimension in the five 
learning areas of the Nuri curriculum document……………………………………………………..90 
Table 4.4 The key terms and the main ideas relevant to the economic dimension in the five learning 
areas of the Nuri curriculum document……………………………………………………………….91 
Table 4.5 The key terms and the main ideas relevant to the social dimension in the five learning areas 
of the Nuri curriculum document……………………………………………………………………...91 
Table 4.6 The key terms and main ideas relevant to belonging in the five learning areas within the 
Nuri curriculum document …………………………………………………………………………….92 
Table 4.7 The key terms and main ideas relevant to wellbeing in the five learning areas within the 
Nuri curriculum document …………………………………………………………………………….93 
Table 4.8 The key terms and main ideas relevant to exploration in the five learning areas within the 
Nuri curriculum document ……………………………………….………………………….………...93 
Table 4.9 The key terms and main ideas relevant to communication in the five learning areas within 
the Nuri curriculum document………………………………………………………………………...94 
Table 4.10 The key terms relevant tosustainability in  young children’s everyday lives in the five 
learning areas within the Nuri curriculum document…………………………………………………95 
Table 4.11 The number of statements and percentage relevant to the three concepts in the five 
learning outcomes of EYLF……………………………………………………………………………96 
Table 4.12 The key terms and the main ideas relevant to the environmental dimension in the five 
learning outcomes of EYLF……………………………………………………………………………97 
Table 4.13 the key terms and the main ideas relevant to the social dimension in the five learning 
outcomes of EYLF……………………………………………………………………………………..97 
Table 4.14 The key terms and the main ideas relevant to the belonging dimension in the five learning 
outcomes of EYLF……………………………………………………………………………………..98 
Table 4.15 The key terms and the main ideas relevant to the wellbeing dimension in the five learning 
outcomes of EYLF……………………………………………………………………………………..99 
Table 4.16 The key terms and the main ideas relevant to the exploration dimension in the five learning 
outcomes of EYLF……………………………………………………………………………………..99 
Table 4.17 The key terms and the main ideas relevant to the communication dimension in the five 
learning outcomes of EYLF………………………….……………………………………………….100 
Table 4.18 The key terms and the main ideas relevant to the contribution dimension in the five 
learning outcomes within EYLF……………………………………………………………………...100 
Table 4.19 The key terms relevant to sustainability in young children’s everyday livess in the five 
learning outcomes of EYLF………………………………………………………………………. . ..101 
Table 5.1 A comparative analysis of the Nuri curriculum document with the environmental aspects106 
Table 5.2 A comparative analysis of EYLF with the environmental aspects……………...…………109 
Table 5.3 A comparative analysis of the Nuri curriculum document with the economic aspects……110 
Table 5.4 A comparative analysis of the Nuri curriculum with the social aspects…………………..112 
Table 5.5 A comparative analysis of EYLF with the social aspects………………………………….114 
10  
Table 5.6 A comparative understanding of the interpretive process of the Nuri and the EYLF…….127 
Table 6.1 Children’s positions……………………………………………………………………….144 
Table 7.1 The research question including the three sub-questions and their answers……………..154 
Table 7.2 Findings of concept 1…………………...…………………………………………………156 
Table 7.3 Findings of concept 2……………………………………………………………………...159 
Table 7.4 Findings of concept 3……………………………………………………………………...161 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 11 
List of Abbreviations 
The table below is a list of key terms and abbreviations with their meanings related 
to this study 
Terms Meanings related to the study 
ACARA The Australian Curriculum, Assessment and Reporting Authority 
ACECQA The Australian Children’s Education and Care Quality Authority 
AuSSI The Australian Sustainable Schools Initiative 
CDA Critical Document analysis 
DA Document analysis 
DEECD Development of Education and Early Childhood Development 
DEEWR Australian Government Department of Education, Employment and Workplace 
Relations 
ECE Early Childhood Education 
ECEfS Early Childhood Education for Sustainability 
EE Environmental Education 
EfS Education for Sustainability 
EYLF Early Years Learning Framework – Australian early childhood national 
curriculum document 
Nuri Korean early childhood national curriculum document 
NQF The National Quality Framework – Australian national system for regulation 
and quality assessment of children’s services  
NQS The National Quality Standard 
OECD The Organisation for Economic Co-operation and Development 
UNCRC The United Nations Convention on the Rights of the Child 
UNDESD The United Nations Decade of Education for Sustainable Development  
UNESCO The United Nations Educational, Scientific and Cultural Organisation 
UNEP UNESCO-United Nations Environmental Programme 
WCED The United Nations’ World Commission on Environment and Development 
12  
 
QUT Verified Signature
 13 
Acknowledgements 
My deepest thanks to my supervisors, Professor Julie Davis, Dr Lyndal O'Gorman, 
and Dr Neal Dreamson. Your constant support ensured the completion of this thesis. 
With your supervision of me through this work, I have significantly broadened my 
knowledge and skills. Our meetings and discussions kept me in the right direction 
which has assisted in reaching the final goal of submitting my thesis. I recognise 
there have been moments where my progress slowed, however you were always 
there to support me in both the great times and during the times when I struggled, 
and especially during the times where I was unsure where I was going. You provided 
me with a number of light-bulb moments in times when I certainly needed them. I 
will be forever grateful to you for your help on this journey. 
 
A special thanks to my family. Words cannot express how grateful I am to my father, 
my mother, my sister, and my brother-in-law for all of the sacrifices that you’ve 
made on my behalf. First, I would like to thank my dad, Eunsoo Kim, and my mum, 
Geumye Jo. Your love and support for me all of my life has been a driving force for 
my enthusiasm for life and work. Without you both I would not have been able to 
achieve my goals or dedicate the time I have to completing this thesis. To my 
beautiful sister Sunyoung and brother-in-law Ian, thank you for your belief in me and 
your guidance. I know you are looking after me. Without your support, this work 
would have been difficult. Ian, thank you for the time in reading and editing this 
thesis, which was a great help. To my lovely two nieces, Chloe and Milla, thank you 
for all your drawings, cards, singing and dancing, which made me laugh a lot. 
 
I would also like to thank all of my friends who inspired me to strive towards my 
goal, and all Education Faculty Higher Degree Research staff that have supported me 
in checking and finalising this document to ensure the thesis is correctly presented. 
 
 
  
14  
Chapter 1: Introduction 
This research identified how early childhood curriculum documents in South Korea 
and Australia represent understandings of the concept of sustainability and education 
for sustainability (EfS). There are six sections in this introductory chapter. Section 
1.1 provides background information on 1) why EfS, including early childhood 
education for sustainability (ECEfS), is important, and 2) how sustainability and EfS 
are defined and recognised in four different nations: Norway, Singapore, England, 
and Japan. This is followed by key definitions of sustainability, sustainable 
development, inclusive education for sustainability, and cultural differences in 
Section 1.2. The significance of this study can be found in Section 1.3, highlighting 
the value of comparative document analysis, integrated understandings of 
sustainability and EfS, the lack of research in ECEfS and how local culture and 
social context might affect how sustainability and EfS are enacted in early childhood 
settings. The research purpose and questions are described in Section 1.4, with a 
brief explanation of the research methods provided in Section 1.5. Section 1.6 
outlines the chapters of this thesis. 
 
1.1 BACKGROUND  
1.1.1 Education for sustainability 
The world is facing major environmental, social, and economic issues including 
environmental pollution, climate change, disaster risk, poverty, gender inequality, 
infectious disease, water shortage and urbanisation (Davis, 2010a; Eriksen, 2013; Ji, 
2015). One of the main causes of these problems is not merely an increase in 
population; rather, it is people’s propensity to engage in unsustainable ecological 
overshoot, resulting in humanity’s annual demand on the natural world exceeding 
what the Earth can renew in a year (United Nations Educational Scientific and 
Cultural Organisation (UNESCO, 2012). UNESCO (2008) articulated the main 
contributors to the problem including humanity’s usage patterns of energy and water, 
and industrial production that increases carbon dioxide emissions and facilitates 
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deforestation. Thus, unless unsustainable living patterns are changed towards 
sustainable ones, the environmentally, socially and economically sustainable future 
we require will not eventuate (Kim, Yoo, Shin & Park, 2013; UNESCO, 2008).  
To change how we live, we should first change how we think (Davis, 2010a; Haas & 
Ashman, 2014). This is supported by Dewey (1997) who argued that we are born 
with the ability to think and education plays a key role in training humans to think 
critically. That is, habits of thinking can be formed through training and education. 
Bonnet, Dejardin and Madrid-Guijarro (2012) made a connection between thinking, 
concepts and sustainability when Bonnet (2002) referred to “sustainability as a frame 
of mind”, namely:  
The issue of sustainability is not simply the issue of our attitude towards the 
environment, but represents a perspective on that set of the most fundamental 
ethical, epistemological and metaphysical considerations which describe 
human being; a perspective which is both theoretical and practical in that it is 
essentially concerned with human practices and the conceptions and values that 
are embedded in them. (p. 14) 
This view suggests that not only the cognitive knowing of facts and information but 
also ways of thinking are important, and that education can scaffold the thirst for 
cognitive knowing about the natural world (Bonnet, 2004). In order for sustainable 
societies to emerge, in short, we need to challenge the way we think by questioning 
and reflecting upon current activities and decisions, and considering the need for new 
ways of acting. This argument can be seen in various pieces of literature (e.g., 
Australian Government Department of Environment, Water, Heritage and the Art, 
2009; Davis, 2012; Sandberg & Ärlemalm-Hagsér, 2011; Shin & Park, 2012). In this 
sense, education for sustainability (EfS) is vital for our sustainable future (Australian 
Government Department of Environment, Water, Heritage and the Art, 2009; 
UNESCO, 2014a) as, through education, people’s knowledge, skills, values and 
beliefs are transferred from one generation to the next (UNESCO, 2008). The 
learning experience of sustainability has a formative effect on the way one thinks, 
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which could change one’s actions or habits about sustainability as well as those of 
future generations.  
The publication of UNESCO (2014c), Sustainable development begins with 
education, provides an evidence-based overview of numerous ways in which 
education can contribute to a set of proposed post-2015 sustainable development 
goals, including poverty reduction, nutrition improvement, health gains, education 
provision, gender equality and empowerment, water and energy sustainability, 
economic growth, inequality reduction, urban development, environment 
protection/resilience, and peaceful, just and inclusive societies. For example, in 47 
countries covered at the 2005-2008 World Values Survey, the higher a person’s level 
of education, the more likely he or she was to express concern for the environment. 
As an example, in China, educated farmers were more likely to use rainwater 
harvesting and supplementary irrigation technology to alleviate water shortages 
(UNESCO, 2014c). In addition, the document highlighted the significance of young 
children’s learning of sustainability and its long-term positive impact on not only 
education outcomes but also sustainable social and economic development for 
countries and communities. The next section (1.1.2) will describe young children’s 
EfS and its necessity.    
1.1.2 Early childhood education for sustainability 
UNESCO and some individual countries within the group emphasised that early 
childhood education for sustainability (ECEfS) is also essential in helping societies 
make the transition to sustainable ways of living (Davis, 2010b; Elliott & Davis, 
2009; Prince, 2010; Yoo, Kim, Sin, & Park, 2013a). In the context of children's 
development, early childhood is not only a period of rapid physical growth; it is also 
a time of remarkable mental and cognitive development. Stimulating children’s 
cognitive development early has large positive effects on children’s future 
trajectories (UNESCO, 2014c). This means that when learning for sustainability 
starts in the early years, achievement and attainment are greater in primary school 
and beyond (UNESCO, 2012). By cultivating children’s awareness, knowledge, 
behaviours and habits related to sustainability, and promoting their ability to 
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transform the ideal of sustainability into reality (UNESCO, 2008), a culture for 
sustainability may be strengthened from an early age. 
Such arguments were built on the belief that children can be potential agents of 
change for sustainability, and they can actively participate in EfS and take effective 
actions to solve the problems they encounter. According to Davis and Elliott (2014b) 
and Eriksen (2013), the United Nations Convention on the Rights of the Child 
(UNCRC) has inspired many early childhood educators to view children as active 
social agents with rights to participate in decision-making about matters relevant to 
them, and children's right to participate has become a central principle in documents 
regarding early childhood education (ECE). This is also consistent with Mackey’s 
(2012) study, which suggests that children can be confident advocates for the 
environment and for a more sustainable world when their rights are respected.  
 
There are many other studies that emphasise children as active participants, with the 
ability to engage with EfS: Studies include Davis, Miller, Boyd and Gibson’s (2008) 
study of water education in early childhood care and education settings, Mackey's 
(2014) study involving a kindergarten  recycling project, and Ji's (2015) study of a 
kindergarten sustainability project in their local park. These studies demonstrated 
that even very young children are capable of sophisticated thinking, including 
identifying problems and seeking solutions, in relation to socio-environmental issues. 
The following are the details: in the project reported by Davis et al. (2008), young 
children developed positive attitudes and values for sustainable water use; in 
Mackey’s (2014) investigation of children’s learning ability in EfS within the 
curriculum document, children demonstrated their competency in seeking ways to 
improve a kindergarten’s sustainability practices. Ji’s case study (2015) also showed 
that kindergarten children were able to identify issues in their local park and worked 
with the City Hall to find solutions. These studies are evidence that children have 
abilities to recognise problems, search for solutions, and collaborate with others to 
care for the environment around them. That is, young children are ready to engage 
with EfS, and they can be agents of change for sustainability. In this study, I also 
hold the viewpoint that children are ‘active participants’ with their own rights to 
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participate and my research assumption is to affirm that the goal of ECEfS is to 
create a ‘culture of sustainability’ that respects children’s rights to participate. 
 
1.1.3 The understandings of sustainability  
Many countries such as Singapore, South Korea, Japan, Australia, New Zealand, 
Norway, Sweden, Iceland, England, German, France, Spain, America, and Canada, 
have recognised EfS as an indispensable means for people, including young children, 
to change their attitude toward sustainability (UNESCO, 2014c). For this reason, the 
national governments of these countries have been reviewing their current education 
and supporting education development in policy, systems and curriculum to realise 
education for sustainability. It is noteworthy, however, that the concept of 
sustainability in ECE, as in other educational environments, is understood differently 
within different contexts (Inoue, 2014) as definitions of sustainability are influenced 
by a nation’s and peoples’ values and culture (Australian Government Department of 
Environment, Water, Heritage and the Arts, 2009). Davis & Elliott’s, (2014c) text 
book, Research in Early Childhood Education for Sustainability seeks to address 
international and multidisciplinary research perspectives on early childhood 
education for sustainability, particularly from nine countries: Sweden, UK, USA, 
Singapore, Australia, Japan, Korea, Norway, and New Zealand. In this study, in 
order to explore how sustainability is understood in early childhood education in 
different contexts, four countries (Norway, Singapore, England, and Japan) have 
been selected, and where explanations are offered on the status of early childhood 
education for sustainability in each country. These represent both Western and 
Eastern perspectives.  
 
First, in Norway, strategies for sustainability focus on climate change, the 
preservation of nature, sustainable production and consumption, and the Nordic 
welfare state (Sageidet, 2014). One of the Norwegian preschool projects relevant to 
EfS, Nature, Environment and the Techniques, was to develop a love of nature, and 
to enhance the understanding of interactions within nature, and between humans and 
nature. Second, sustainability in Singapore has also focused on the natural 
environment but less on socio-cultural and economic sustainability (Chua, 2014). 
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The three Singaporean rationales for natural education are: understanding of the 
natural environment, positive interactions with the natural world and physical health 
outdoors. In England, natural play is emphasised for considering how to sustain the 
natural environment. The objectives of outdoor play for young children are to 
promote public health and development which is a response to urbanisation, 
industrialisation, and health issues (Barratt, Barratt-Hacking & Black, 2014). Lastly, 
in Japan, environmental education (EE) is still the most strongly entrenched term 
used in official discourse, and is defined as education and learning conducted to 
deepen understanding of environmental conservation. A table (Table 1.1) shows how 
these four countries recognise sustainability in ECE in different ways. 
 
1.1.4 Understandings of the concept of sustainability in curriculum documents 
Understandings of the concept of sustainability and EfS influence each country's 
curriculum document. First, Norway’s National Framework Plan, for example, 
underlines the importance of fostering a sense of responsibility for the natural 
environment and states that an understanding of sustainability is to be promoted in 
kindergarteners’ everyday life (Eriksen, 2013; Sageidet, 2014). Second, The 
Framework for a Kindergarten Curriculum in Singapore contains six critical 
learning areas, with 'Discovery of the World' (originally 'Environmental Awareness') 
being one of these. It states that pre-schoolers should be aware of the importance of 
responsibility, care and respect for living things and the environment (New Zealand 
Ministry of Education, 1996). Third, in England, the early childhood framework for 
birth to five years of age requires schools and early childhood settings to provide 
activities and experiences relating to a number of areas, including ‘understanding the 
world’ (Department for Education [DfE], 2012). This involves guiding children to 
make sense of their physical world and their community, and be able to talk about 
changes (Barratt et al., 2014). Finally, in Japan, the early childhood education 
guidelines describe that EE comprises nature-based activities and learning about 
resource savings (Inoue, 2014). Traditionally, the objectives for nature-based 
activities have been described as being about fostering emotions, thinking, curiosity, 
expressiveness, a sense of attachment to and awe for nature, respect for life, and 
social responsibility, in the official guidelines (Inoue, 2014). Table 1.1 below 
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summarises the key ways and guiding principles of EfS of each country in their 
curriculum documents. 
 
Table 1.1  
 
Sustainability in ECEfS and principles of EfS in early childhood curriculum 
document in four countries 
Country Understandings of 
Sustainability  
in ECEfS 
Key Values The Principles of  EfS 
in Early Childhood 
Curriculum Document 
Key Values 
Norway EfS is a part of the subject 
‘Nature, Environment and 
the Techniques' and this 
includes developing a love 
of nature, understanding of 
interactions within nature, 
and between humans and 
nature. 
Developing a 
love of nature 
and 
understanding 
of interaction 
within nature, 
and between 
humans and 
nature  
A sense of 
responsibility for the 
natural environment in 
kindergarteners’ 
everyday lives 
Responsibility 
towards 
natural 
environment 
Singapore Environmental 
sustainability rather than 
the broader 
conceptualisation of 
sustainability is used with 
three rationales: 
understanding of the 
natural environment, 
positive interactions with 
the natural world, and 
physical health outdoors. 
Understanding 
of natural 
environment, 
positive 
interaction 
with the 
natural world, 
and physical 
health 
outdoors 
Environmental 
awareness through play 
Environmental 
awareness 
England Natural play is viewed as 
the essential foundation for 
EfS, defined as free play 
experiences in the natural 
environment where the 
environment stimulates the 
child to think and behave, 
as opposed to structured 
play where adults direct 
the activities. 
Natural play to 
encourage 
children’s 
thinking and 
actions 
Understanding the 
world through natural 
play 
Understanding 
the world 
Japan The term 'environmental 
education' is still used in 
official discourse and is 
defined as education and 
learning conducted to 
deepen understanding of 
environmental 
conservation. 
A deep 
understanding 
of 
environmental 
conservation 
Nature-based learning 
and learning about 
resource savings 
Nature-based 
learning and 
resource 
savings 
 21 
In contemporary education systems, as curriculum documents are the key source that 
guides what is to be learnt, ECEfS curriculum documents should be inclusive of the 
needs of the children, the local context, and global issues (Kennelly, Taylor & 
Serow, 2011; Yoo, Kim, Sin, & Park, 2013b). An appropriate curriculum document 
and professional commitment to EfS can lead to the development of concepts, skills 
and behaviours for sustainable living (Kennelly et al., 2011). However, as already 
noted, the concept of sustainability is recognised and understood differently in 
different countries, and these differences are represented in their curriculum 
documents. In this sense, consideration of these differences with respect to their 
culture, values and local context is important for thinking about the way ECEfS is 
represented in curriculum documents. Using the three key concepts that have been 
applied in this introduction: the concept of sustainability, children as agents of 
change for sustainability and sustainability in young children’s everyday lives, this 
study focuses on how the three concepts of ECEfS are represented within two early 
childhood national curriculum frameworks: an Eastern-dominant country, South 
Korea and a Western-dominant country, Australia. This comparative study is 
expected to contribute to the development of culturally inclusive principles or guides 
to ECEfS.  
 
In this study, the meaning of inclusivity is different from that generally used in 
education. ‘Inclusivity’ is usually defined as an intention, or a policy of including 
people who might otherwise be excluded or marginalized, such as those who are 
physically or learning-disabled, or come from racial and gender/sexual  minorities 
(Forlin, 2004). Thus, the term can be found readily in relation to ‘special’ education. 
However, the meaning of inclusivity in this study is intended to help develop an 
international concept of sustainability and contextualised understandings of 
education for sustainability by comparing two curriculum documents from different 
national and socio-political-cultural contexts. For example, the concept of 
sustainability from each curriculum may be able to be combined and developed, and 
this may provide new ideas and more inclusive perspectives of sustainability and 
EfS. In this sense, inclusivity in this study offers a more holistic approach to 
education for sustainability than is typically the case by considering other countries’ 
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contexts and the results of their adaptations of sustainability to their curriculum 
documents and education practices. This holistic view is underpinned by Sterling’s 
(2003) whole systems thinking/approach in sustainability education. He states that 
there is a danger that not enough time will be spent assisting children to become 
'sustainable citizens' in an already packed curriculum when all dimensions of 
sustainability need to be addressed – environmental, economic, and socio-political. 
Thus, he suggests that a fundamental re-orientation across education policy, purpose 
and practice, as a whole, is needed if education is to make a real impact on the 
sustainability of our societies. The key issue of such an approach is how far 
education as a whole is able to respond coherently and sufficiently to the wider 
context of the crisis of un-sustainability and the opportunities of ecologically 
sustainable development. This means that EfS becomes not only a key to social 
transformation that touches on all aspects of educational provision but also offers a 
real opportunity to develop a new holistic vision in education, thus affirming its vital 
contribution towards a more liveable, fairer and ecologically sustainable future.  
 
The particular meaning of 'inclusive education for sustainability' and 'cultural 
differences' will be explained/defined in the next section. In addition, even though 
ECEfS in many countries has been developed mainly focusing on environmental 
education, contemporary sustainability education has changed based more on the 
four dimensions (natural, political, social, and economic) proposed by UNESCO. 
These four dimensions are explained in the next section (1.2) because this study was 
conducted based on all these dimensions. 
 
1.2 KEY DEFINITIONS 
There are many different terms describing sustainability that are used internationally, 
including 'sustainable development', 'business sustainability' and 'sustainable 
agriculture'. Likewise, ‘sustainability’ is discussed in various fields such as 
philosophy, economics and environmentalism (Inoue, 2014 cited in Bonnet 2007; 
Brown et al. 1987; Jacob 1988; Rist, 1996). In addition, the concept can be found in 
corporate reports, in the media, in schools and on the lips of the general public in a 
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variety of cultures (Farley & Smith, 2014). This means that it is open to a variety of 
interpretations and multiple meanings, which can lead the concept to a more 
confusing and elusive position. In this context, looking at the mainstream origin of 
the concept of sustainability and how the concept is used in education can be a 
logical point of departure in not only understanding the various components of 
sustainability but also developing an apparent definition of sustainability for this 
study. In 1987, the sustainable development discourse gained widespread recognition 
through the United Nations' World Commission on Environment and Development 
(WCED), and this has influenced the building of current sustainability concepts in 
education. In relation to EfS, there are several terms such as learning for 
sustainability, education for sustainability, education for sustainable development 
and sustainable education. The most common ones are ‘sustainable development’ 
and ‘sustainability’ – used in many countries. Thus, the following two sections (1.2.1 
and 1.2.2) describe how sustainable development was defined by WCED and how 
the two terms (sustainable development and sustainability) are understood in 
education. Just as there are a range of definitions of sustainability, inclusive 
education also has different definitions. For readers' explicit understanding in terms 
of this study, 'inclusive education for sustainability' and 'cultural differences' are 
described more fully in the last section (1.2.3). 
  
1.2.1 Sustainable development 
The WCED was formed by the United Nations to address concerns about the rapid 
deterioration of the world's ecological systems and the related consequences for 
social and economic development (Farley & Smith, 2014). The result of this 
commission was a well-known document titled Our Common Future (WCED, 1987). 
In the report, the concept of sustainable development was defined as follows: 
"Sustainable development is development that meets the needs of the present without 
compromising the ability of future generations to meet their own needs” (WCED, 
1987, p. 54). This implies that we need to look after the planet and resources 
(environmental dimension) and the people (society) to ensure that we can live in a 
sustainable manner, and that we can hand down our planet to our children and our 
grandchildren to live in a truly sustainable society. UNESCO (2014b) has defined 
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sustainable development (SD) as a “framework” for thinking about the future in 
which social, environmental, cultural and economic considerations are balanced in 
the pursuit of an improved quality of life. It is important to note that its four 
dimensions, society, environment, culture and economy, are intertwined, not separate 
(Kennelly et al., 2011; Mackey, 2012; Shin & Park 2012) as the following diagram 
illustrates.  
 
 
Figure 1.1 Four dimensions of sustainable development (UNESCO, 2005) 
 
1.2.2 Sustainability 
The definition of sustainability originally articulated in the WCED Report definition 
(Farley & Smith, 2014) has been represented in different ways. Some see it as 
outlined in the model above. Another accepted model to achieve sustainability is that 
we must aim to balance economic, environmental and social factors in equal 
harmony. This is illustrated with the triple bottom line model of sustainability 
(Figure 1.2) and the three pillars model of sustainability (Figure 1.3), as shown 
below: 
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Figure 1.2 The triple bottom line model of sustainability (Farley & Smith, 2014) 
 
 
Figure 1.3 The three pillars model of sustainability (Farley & Smith, 2014) 
 
 
Circular Ecology (2015) describes the meaning of three components of sustainability. 
Environmental Sustainability: Environmental sustainability means that we are 
living within the means of our natural resources. To live in true environmental 
sustainability, we must ensure that we are consuming our natural resources, such 
as materials, energy fuels, water, and land at a sustainable rate.  
 
Economic Sustainability: Economic sustainability requires that a business or 
country uses its resources responsibly and efficiently so that it can operate in a 
sustainable manner to consistently produce an operational profit. Without using its 
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resources efficiently and acting responsibly, an entity will not be able to sustain its 
activities long term. 
 
Social Sustainability: Social sustainability is the ability of society, or any social 
system, to persistently achieve a good social well-being. Achieving social 
sustainability ensures that the social well-being of a country, an organisation, or a 
community can be maintained long term. 
 
Sustainable development is defined as ‘development’ and ‘frame for thinking’ by 
both WCED (1987) and UNESCO (2014b) respectively, and focuses on the ‘how’ 
and ‘what’ people should do to create a sustainable community rather than the 
meaning of sustainable community, while the term ‘sustainability’ seems to be 
regarded as a goal that people can achieve within harmony of the three dimensions. 
The following Figure (1.4) shows three dimensions placed in the concept of 
sustainable development and sustainability. 
 
 
 
 
 
 
 
 
 
 
Figure 1.4 Sustainable development and sustainability 
 
On the surface, there is little difference between sustainable development and 
sustainability. However, according to Clift (2006), sustainability can be thought of as 
the goal and sustainable development as the process for achieving it. Sustainability is 
generally thought of as a long-term goal, for example, a more sustainable world, 
while sustainable development refers to the many processes and pathways to achieve 
Economic Social 
Environmental 
Environmental 
 
Economic 
 
Social 
Sustainable development 
(Process) 
Sustainability 
(Goal) 
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it, including sustainable agriculture and forestry, sustainable production and 
consumption, good government, research and technology transfer, and education and 
training (UNESCO 2014b). Thus, sustainable development is the pathway to 
sustainability. Korea has continued to use the term ‘sustainable development’ – 
education for sustainable development (ESD) – which is mainly used in European 
Union countries, while ‘sustainability’ – education for sustainability (EfS) – has been 
used in Australia and New Zealand (Davis, 2010a; Inoue, 2014). In this study, I used 
the term ‘sustainability’ rather than ‘sustainable development’ since, from a 
viewpoint of sustainable development; education may be one of the processes or 
pathways to a sustainable community. Thus, education for sustainable development 
can be ‘a process for the process’, while education for sustainability can be a process 
for a sustainable community/future.    
 
1.2.3 Inclusive education for sustainability and cultural differences 
As mentioned earlier, the term inclusive education has been used with various 
meanings, and therefore it is difficult to define. For example, ‘inclusive education’ in 
special education suggests exclusion rather than equal participation (Cologon, 2013). 
‘Pedagogical inclusion of cultural diversity and multicultural perspectives’ in higher 
education is more common (Quaye & Harper, 2007). ‘Culturally inclusive pedagogy’ 
that responds to students’ diverse learning styles influenced by cultural background 
and knowledge, is considered to be context-dependent (Blasco, 2015; McLoughlin, 
2001). In this example, inclusive learning may be defined as a learning philosophy 
that stakeholders recognise in diverse contexts in order to support students’ equal 
participation in teaching and learning. However, in this study, 'inclusive education 
for sustainability' includes an 'inclusive understanding of sustainability' and 'inclusive 
approaches to education for sustainability' which aim to build/develop socially and 
culturally more responsive/accepted concepts of sustainability and EfS principles. By 
comparing and analysing two curriculum documents in different national and cultural 
contexts, the outcomes of each country's application of sustainability to their 
education can be revealed. Then, in taking these outcomes into account, I can 
develop/propose new ideas about the concept of sustainability, and about children's 
position in education for sustainability, and alternative approaches to children's 
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everyday lives for sustainability learning giving consideration to each country's 
cultural differences. 
 
Even though 'cultural difference' in this study is not the main focus, it can be an 
important element in explaining differences in how sustainability is represented in 
the two curriculum documents analysed. Cultural differences can be defined as 
differences among people arising from nationality, ethnicity, and culture, as well as 
from family background and individual experiences (Hall & Hall, 1990). These 
differences affect beliefs, practices, and behaviours and influence our expectations of 
one another. For example, South Korea as an Eastern-dominant country and 
Australia as a Western-dominant country have different social and cultural 
characteristics. These can broadly be described as having monistic and collectivistic 
(Korea) and dualistic and individualistic (Australia) dimensions. In monistic cultures, 
there is a philosophical view that the origin of all the things in the universe, including 
human beings, is one, and that all things are related to each other (Park & Burgh, 
2013; Triandis, 1995). A dualistic culture offers a view that there are separate and 
distinct categories that make up a human being: mind and body (Park & Burgh, 
2013; Triandis, 1995). According to the cultural dimensions developed by Hofstede 
(1991), collectivistic societies are more tightly integrated in relationships with 
extended families and others in in-groups, emphasising 'we', whereas individualistic 
societies have loose ties that often only relate an individual to his/her immediate 
family, emphasising the 'I'. In particular, the term, 'collectiveness' or 'collectivistic' 
can be replaced with the term, 'allocentric'. The most substantial influence in Korean 
intellectual history was the introduction of Confucianism from China and it is a mode 
of thought shaping moral culture in modern Korea. Confucius ethics systems 
emphasise the importance of 'getting together and being in community'. According to 
Yamaguchi, Kuhlman, and Sugimori (1995), allocentrics are those who weigh 
collective goals more heavily than they weigh private goals, and it focuses on one’s 
behaviour in situations in which the person’s interest is in conflict with that of the 
person’s group, leaving aside various other characteristics of allocentrism. 
   
These different cultural characteristics can influence understandings of sustainability 
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and are likely to be reflected in the different curriculum documents produced by each 
type of nation. For example, in education for sustainability for young children, 
Eastern countries could focus on individuals’ ethical response and responsibilities as 
interdependent individuals toward their community, whereas Western countries 
could concentrate on individuals’ interest, needs, and abilities as independent 
individuals. 
 
1.3 SIGNIFICANCE OF RESEARCH 
While there is growing awareness of the importance of ECEfS worldwide, what is 
missing is a substantive body of research in this field (UNESCO, 2008). As EfS is a 
relatively new field, the history of engagement and research in EfS, especially in 
early childhood, is much shorter than other educational sectors, for example, primary 
and secondary school (Davis, 2010; Elliott & Davis, 2009; Inoue, 2014; Ji, 2015). In 
Davis’ study (2009) of a preliminary survey (1996-2007) of a number of Australian 
and international research journals in EE and ECE, very few articles referring to 
early childhood, focusing on educational settings such as childcare centres and 
kindergartens were found.  
 
Young children’s relationships with nature and their understandings of 
environmental topics were discussed in the small number of studies and the idea of 
young children as agents of change was hardly explored.  Yoo et al. (2013a; 2013b) 
pointed out that such studies were conducted more in other sectors such as primary, 
secondary or higher education rather than ECE. Furthermore, there are few 
comparative studies of ECE curriculum document focused on the concept of 
sustainability and EfS between nations. Although some comparative studies of early 
childhood curriculum documents between countries exist, these studies are focused 
more on general curriculum content, without looking specifically at sustainability. 
For example, the Organisation for Economic Co-operation and Development 
(OECD) publication, Starting Strong, shows how OECD countries’ curriculum 
frameworks differ in subject elements or areas (OECD, 2012a; OECD, 2012b). There 
is one recent study undertaken by Ärlemalm-Hagsér and Davis (2014) that has 
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compared Australian and Swedish early childhood curriculum documents to identify 
how sustainability and young children’s participation and agency are framed in each 
country’s document. This research provides a template for the study outlined in this 
thesis. Also, the research text Research in Early Childhood Education for 
Sustainability – International Perspectives and Provocations, edited by Davis and 
Elliott (2014), provides much of the current international research conducted in nine 
different countries, relevant to ECEfS. Significantly, there have been no studies 
undertaking a comparison of Eastern and Western countries such as Korean and 
Australian early childhood curriculum frameworks with a focus on sustainability. 
Moreover, there is a lack of studies on how culture and social context might shape 
how sustainability and EfS are enacted. In this context, this study contributes to the 
further development of ECEfS by providing a more comprehensive understanding of 
ECEfS through a comparative study between two countries’ early childhood.  
 
1.4 RESEARCH PURPOSE AND QUESTIONS 
The purpose of this study was to analyse and compare current national curriculum 
documents for early childhood focused on EfS in South Korea and Australia. More 
specifically, this qualitative study sought answers to the following overarching 
research question with its three sub-questions. 
 
How are the sustainability concepts and EfS principles represented within the South 
Korean and Australian early childhood education curriculum documents?  
 
- To what extent is the concept of sustainability embedded into each national 
curriculum document?  
- How is the view of children as agents of change for sustainability represented in 
each curriculum document? 
- Is education for sustainability as an everyday feature of young children’s lives 
reflected in each curriculum document? 
 
Investigating these questions achieved the following outcomes: 
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1. Understanding of how sustainability and EfS are cited and represented in the 
South Korean and Australian early childhood curriculum documents, taking into 
account each country’s different political-socio-cultural contexts. 
2. A proposal for a more culturally inclusive approach to EfS.  
 
1.5 OVERVIEW OF STUDY DESIGN 
This thesis outlines a comparative document analysis of the Australian and South 
Korean early childhood curriculum frameworks with specific reference to education 
for sustainability. According to Bray, Anamson and Mason (2007), comparative 
studies help us to learn more about our own situation. This study can show not only 
the strengths and weaknesses that we have in the current EfS-related curriculum 
documents but also appreciation of how familiar ECEfS ideas and practices may 
have shortcomings. Through analysing how sustainability and EfS are evidenced in 
early childhood curriculum documents within two different contexts, in practice, we 
not only broadly and internationally develop our understandings of the concept of 
sustainability (Bay et al., 2007) but also build a more contextualised approach to EfS.  
 
Using this approach, the research question and sub-questions were investigated 
through critical document analysis. Critical document analysis can be explained from 
two perspectives: document analysis and critical discourse analysis. Critical 
document analysis has a tendency to consider social and cultural contexts more than 
document analysis, while concentrating on analysing particular areas of critical 
discourse analysis. This means that critical document analysis offers a narrower 
range of analysis than critical discourse analysis. The details of critical document 
analysis will be described in Chapter 3 (Study Design). The primary data sources 
were the Korean Nuri curriculum document (Ministry of Education, Science and 
Technology, Ministry of Environment & Ministry of Health and Welfare, 2012a) and 
the Australian Early Years Learning Framework (EYLF) (Department of Education, 
Employment and Workplace Relations [DEEWR], 2009). Other documents such as 
relevant government reports and policy reviews were not excluded in the comparison 
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because they offer elaborations on the key topics under investigation. All the 
documents have been analysed using the three stages of CDA: 1) description (text 
analysis); 2) interpretation (processing analysis); and 3) explanation (sociocultural 
analysis). The details of the stages are explained in Chapter 3 Study Design.  
 
1.6 OUTLINE OF CHAPTERS  
This introductory chapter describes the background to the study, presenting the 
significance of ECEfS and recognition of EfS internationally. Second, differences 
between the definitions of sustainable development and sustainability are 
summarised to articulate the meaning of sustainability in this study. In addition, the 
meaning of inclusive education for sustainability and cultural differences are 
addressed, in order to focus readers on the specific intentions of this study. Third, the 
importance of the study, purpose, research questions and methods used for this study 
are briefly outlined. This chapter has provided the general information about this 
study and it will assist readers to draw a big picture of this study.  
 
Chapter 2, the Literature Review, examines the international literature on views and 
understandings of the concept of sustainability. First, the three concepts of ECEfS: 
the concept of sustainability, children as agents of change for sustainability, and 
sustainability in young children’s everyday lives, will be discussed to articulate the 
meanings of each concept and relevant sub concepts. Second, South Korean and 
Australian development of ECEfS and current national curriculum frameworks in 
early childhood settings are reviewed to investigate how the concept of sustainability 
has been understood. The outcomes of the chapter are to justify why the three 
concepts of ECEfS are the foundations for EfS and the comparative analysis of two 
culturally different countries are significant for inclusive sustainability for education.  
 
Chapter 3, Study Design, describes the purpose of this study, the research question, 
and the aims of this study. In addition, details of methodology and methods of this 
study are outlined. First, three approaches including qualitative research, 
comparative study and CDA are explained to justify why this study used the 
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approaches and discusses how the chosen methods are aligned with this study. 
Second, the research methods chosen for this study, including the data collection, 
CDA process and a preliminary analysis, are outlined to provide the details of the 
analysis process of this study. Last, the research process is presented in a way to 
clarify how research tools were developed and to justify why they were used for this 
investigation with the three stages of CDA: Description, Interpretation and 
Explanation.  
  
Chapter 4, Stage 1 Description: Text analyses of the curriculum documents, analyses 
the 137 statements in the Korean Nuri curriculum document and the 161 statements 
in the Australian EYLF within the three ECEfS concepts to explore what each 
curriculum is saying relevant to sustainability and EfS. First, this chapter outlines 
how much each curriculum document includes the three concepts of ECEfS, and the 
key terms and main ideas represented in each curriculum document. Second, the 
difference between the Nuri and the EYLF, and the relationship between the 
differences and each country’s ECEfS are discussed.  
Chapter 5, Stage 2 Interpretation: Processing analyses of the curriculum documents, 
re-analyses and interprets the statements of each document focusing on the key terms 
and main ideas gained from the previous chapter. First, it describes how and to what 
extent the concept of sustainability is embedded in the two documents. Second, how 
the view of children as agents of change for sustainability is represented in each 
document is outlined. Third, this chapter examines whether sustainability as an 
everyday feature of young children’s lives is reflected in the two curriculum 
documents. Last, the comparison between the Nuri and the EYLF of the stage 2 
analyses is implemented. This chapter assists in providing concrete answers to the 
question of this study – How are sustainability concepts and EfS principles 
represented within the South Korean and Australian early childhood education 
curriculum documents? 
 
Chapter 6, Stage 3 Explanation: Sociocultural analyses of the curriculum documents, 
reviews the findings gained from the previous stages to identify what issues or ideas 
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are highlighted and repeated in each document regarding sustainability within each 
country’s social and cultural contexts. First, it explores what social and cultural 
factors influence each country’s understandings of sustainability concepts and EfS 
principles within the three concepts of ECEfS. Second, it presents proposed 
sustainability concepts and EfS principles for culturally inclusive understanding of 
sustainability. The outcomes of the analysis are expected to assist to develop the 
current concept of sustainability concepts and EfS principles in a more inclusive way 
in ECE 
 
Chapter 7, Conclusion: Inclusive understanding of sustainability in ECE, reviews the 
research questions, purpose of the research and methods, determining if the research 
aim has been achieved, and if the research questions were answered. In addition, a 
summary of not only the findings of the CDA but also a proposed concept of 
sustainability and EfS for inclusive understanding of sustainability is highlighted. 
The significance of this study and the future research possibilities are also explored.  
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Chapter 2: Literature Review 
This chapter reviews key literature on sustainability, EfS, ECEfS and the national 
ECE curriculum documents for Korea and Australia. This review assists in 
developing an understanding of previous research that contributes to the fields of 
ECEfS, curriculum documents and current international perspectives on ECEfS and 
curriculum documents. There are four sections. The first section outlines the 
development of EfS from environmental education, and discusses different usage of 
the concept of sustainability in different countries. The second section examines two 
key dimensions of ECEfS: children as potential agents of change for sustainability 
and learning about sustainable practices in the everyday lives of young children. In 
the third section, the importance of curriculum policy in ECEfS is discussed and a 
review of prior studies of early childhood curriculum documents relevant to 
sustainability is outlined. In the fourth section, the development of sustainability in 
these different contexts and ECEfS in the curriculum documents between South 
Korea and Australia is examined. A conclusion for this chapter is outlined in the final 
section. 
 
2.1 EDUCATION FOR SUSTAINABILITY 
2.1.1 Development of education for sustainability 
Historically, education for sustainability has developed from environmental 
education (EE) (Elliott, 2014; Inoue, 2014). The field of EE was formalised in the 
mid-1970s through a series of UNESCO-sponsored international meetings 
(UNESCO-United Nations Environmental Programme [UNEP], 1976). These 
meetings pointed to the need for education for “new patterns of behaviour of 
individuals, groups and society as a whole towards the environment” (UNESCO-
UNEP, 1978). EE had a short evolving history, as shown by Figure 2.1 below. In the 
1970s, EE focused more on knowledge acquisition related to environmental 
processes and issues such as the water and carbon cycles, and human-environment 
interactions (Davis, 2010a). In the 1980s, approaches to EE encouraged 
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environmental learning experiences undertaken in the natural environment. In the 
1990s, action for the environment, such as planting trees, was emphasised with 
approaches that began to promote environmental sustainability through participation 
(Australian Government, Department of the Environment and Heritage, 2005). In the 
2000s, development of values and action skills have been the focus, encouraging 
learners to make informed judgements, participate in decision-making and take 
action on environmental and sustainability issues (Davis, 2010a).  
 
As Figure 2.1 shows, education in, about and for the environment has evolved over 
the decades to become education for sustainability (EfS) in the 2000s, which takes a 
more global and holistic view of issues. In terms of ECE, EfS today involves 
children in active participation in their communities (Davis, 2010a) rather than 
simply playing in nature. In other words, EfS is a result of the evolution of EE. It 
became clear that EfS would need to include more educational efforts to enrich the 
understandings of the connections between, and interdependence of, social, 
economic, cultural and environmental systems (Yoo et al., 2013a; 2013b). Thus, 
through contemporary EfS that supports activities such as gardening, composting, 
adopting water-use-minimisation strategies and through repairing soil erosion, 
children can learn sustainability (Davis, 2010a; Inoue, 2014). Children can also 
extend these outdoor activities in conservation, by engaging in energy-efficiency 
practices, waste recycling and waste reduction indoors. Thus, they can learn the 
important habits of being resource conservers rather than only resource consumers 
(Davis, 2010a; Inoue, 2014).  
 
What distinguishes EfS from many traditional EE approaches, however, is that it 
goes beyond addressing the values and attitudes of individuals, to building their 
 
Figure 2.1 Evolution of EE approaches in policy                                              
(adapted from: Tilbury, Coleman & Garlick, 2005, p. 26) 
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capacity and managing change towards more sustainable practices within 
communities. Education is increasingly recognised as needing to be more than the 
spreading of sustainability concepts. UNESCO (2008) suggests that the 7Rs (reduce, 
reuse, respect, repair, reflect, refuse and redistribute) should be referred to for EfS, 
instead of talking about the 3Rs (reading, writing and arithmetic). EfS, too, is a 
process of adaptive management and systems thinking, requiring creativity, 
flexibility and critical reflection, according to Tilbury and Henderson (2003). In this 
sense, critical thinking and children’s active participation became key dimensions for 
changing current education towards sustainability that was adopted from education 
theorists such as John Dewey's philosophy of Mind (pragmatism), Jean Piaget's 
genetic epistemology, William James' anti-naturalistic subjectivism and Kurt Lewin's 
gestalt psychology, and became more widespread within Western education in the 
1980s (Inoue, 2014; Tian & Low, 2011; Lun, Fischer & Ward, 2010). Not 
surprisingly, there is a consistent argument that ancient Western philosophers such as 
Aristotle, Plato and Socrates encouraged rational thinking, and Western education 
focuses on active learners on their learning. Yet it seems that the differences with 
Eastern education have not been revealed, although it has been known that Easterners 
tend to obtain the knowledge directly from the teachings of religion such as Islam, 
Buddhism, Confucianism, Hinduism and Taoism (Dreamson, in press). This contrast 
implies that EfS needs more of a socio-cultural perspective (Jóhannesson, Norddahl,  
Óskarsdóttir, Pálsdóttir, & Pétursdóttir, 2011 cited in Gruenwald, 2004) that can 
result in culturally inclusive sustainability. Inversely, this also implies that the 
concept of sustainability may be adopted and implemented differently in non-
Western countries’ education, for example, that of Korea, China and Japan.  
 
2.1.2 Sustainability in education within different contexts 
In education, the most frequently quoted definition of sustainability is from Our 
Common Future, also known as the Brundtland Report, is noted in the previous 
chapter: "Sustainable development is development that meets the needs of the 
present without compromising the ability of future generations to meet their own 
needs” (WCED, 1987). The term is used in numerous ways within developmental 
and environmental goals, global and local applications, and a wide variety of 
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institutional contexts (Farley & Smith, 2014). Thus, there is no universally accepted 
definition of sustainability and the meaning is not same to everyone (Farley & Smith, 
2014). The complexity of sustainability is recognised by Hägglund and Pramling 
Samuelsson (2009), who view sustainability as a dynamic concept rather than a static 
one. Different nations have their preferred term that they use regarding sustainability 
(Davis, 2010a; Inoue, 2014) and thus understand differently within different contexts 
(Inoue, 2014). To add to the complexity, the concept of sustainability is modified and 
contextualised by many factors such as history, values, culture, politics, economy 
and contemporary issues (Inoue, 2014).  
 
In relation to the nexus between sustainability and education, Japan and the United 
States, for example, tend to use the term ‘environmental education’ (EE); the 
European Union and Korea use ‘Education for sustainable development’ (ESD); 
while Australia and New Zealand use ‘education for sustainability’ (EfS) (Davis, 
2010a; Inoue, 2014). The use of these different terms implies that different countries 
have different goals and emphases for education for sustainability within their 
different contexts. Other examples can be found in Singapore, Japan and Nordic 
countries. First, Singaporean sustainability in education was influenced by 'A 
National Green Plan' (Ministry of the Environment and Water Resources [MEWR], 
2012) which was initiated with a high population density, has been recognised as the 
essential plan for the long-term survival and the wellbeing of Singaporean people 
(Chua, 2014). This plan includes active development in areas of waste management, 
air quality, sufficient water supply, good public health, and the conservation of 
nature, through innovation and collaborative international and community 
partnerships. In particular, community partnerships aim to strengthen private and 
public sector ownership of environmental concerns and deliver a range of 
environmental education events and programs at various levels. As a result, EfS and 
ECEfS in Singapore have clearly focused on the natural environment and the 
conservation of natural resources. In Japan,  the government enacted the Law for 
Enhancing Motivation on Environmental Conservation and Promoting of 
Environmental Education, which includes an aim ‘to foster an attitude to respect life, 
care for nature, and contribute to the protection of the environment’ (Inoue, 2014). 
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This law has contributed to Japan focusing more on promoting the progress of 
environmental education rather than sociocultural and economic sustainability 
education. The Nordic countries including Iceland, Finland, Denmark, Sweden and 
Norway, have strategies for sustainable development that focus on climate change, 
the preservation of nature, sustainable production and consumption as well as the 
Nordic welfare model which is based on the core values of equal opportunity, social 
solidity, security for all, and equal access to social and health services, education and 
culture. These broad sustainability strategies have been extended to knowledge of 
sustainability in school and preschool curricula and guidelines for education 
(Sageidet, 2014 cited in Nordic Council of Ministers, 2009). For example, 
Kindergarten Act, Section 2, Content for Kindergarten of the Norwegian National 
Framework Plan for the Content and Tasks of Kindergartens is based on 
fundamental values in the Christian and humanist heritage and tradition, such as 
respect for human dignity and nature, intellectual freedom, charity, forgiveness, 
equality and solidarity. The Norwegian curriculum also aims to promote the 
significance of sustainability. Table 2.1 provides a summary of the factors which 
influence the concept of sustainability and EfS in Norway, Singapore and Japan.  
 
Table 2.1  
 
Factors that impact on the concept of sustainability in education 
Nation Factors that impact on the concept of sustainability and EfS 
Norway  Values of the Nordic countries 
 Christian and humanist heritage tradition  
 The Norwegian National Framework Plan for the Content and Tasks of 
Kindergartens 
Singapore  A high population density 
 National Green Plan 
Japan  Law for Enhancing Motivation on Environmental Conservation and 
Promoting of Environmental Education 
 
In this context, it may be worthwhile to rethink the concept of sustainability, 
focusing on the potential for there to be cultural-political differences between 
countries. In this study, two different countries’ understandings of sustainability as 
embedded in their curriculum documents are examined. Perhaps an insight into 
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discussing EfS through different ‘lenses’ can be aligned with Phillips and Lampert's 
(2012) views about differences between Indigenous education and western 
education. They comment that western schooling tends to stimulate the success of the 
individual, while Indigenous culture often promotes collaboration and success 
through cooperation. This means that within a Western framework of learning, 
Indigenous children may experience failure in their learning. According to Robinson 
and Nichol (1998), learners whose language and culture are not based on Western 
customs often find difficulties with mathematics. They attempted to develop 
pedagogical strategies for Aboriginal children’s learning in mathematics, considering 
the characteristics of Aboriginal culture such as holistic, cooperative, contextual, and 
person-oriented. With the awareness of the differences between indigenous 
culture/community and Western culture, they proposed more culturally inclusive 
pedagogy and curriculum that can not only help indigenous children participate 
actively in their learning, but also provide them with comfortable learning 
environments, for example, using peer questioning to evaluate child knowledge and 
using familiar ground as a teaching resource. This example implies that culture is the 
key factor for inclusive education, which needs to be considered in integrating 
sustainability (concepts and EfS) with a curriculum in other cultural contexts. When 
the concept of sustainability is understood with respect to each country’s cultural and 
historical perspectives, we may then be able to be more effective in developing a 
truly global approach to education for sustainability that is not about the adoption of 
one single approach but supports contextual variation.   
 
2.2 EARLY CHILDHOOD EDUCATION FOR SUSTAINAIBLITY  
Most literature relevant to EfS and ECEfS emphasises several key principles 
including children’s right to participate in EfS (Eriksen, 2013; Mackey, 2012), 
children as active agents (Ärlemalm-Hagsér & Davis, 2014; Mackey, 2014; Young & 
Cutter-Mackenzie, 2014), outdoor play (Barratt, Barratt-Hacking & Black, 2014; 
Elliott, 2014; Haas & Ashman, 2014), critical thinking (Ärlemalm-Hagsér & Davis, 
2014), partnerships (Elliott, 2014; UNESCO, 2008), community-based learning 
(UNESCO, 2014b; Young & Cutter-Mackenzie, 2014) and play-based learning 
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(Cutter-Mackenzie, Edwards, Moore, & Boyd, 2014). In particular, the literature 
stresses two domains as the primary principles of ECEfS: (a) children’s active 
participation as agents of change for sustainability and (b) children’s sustainability 
learning in their everyday lives within nature, outdoor, home, educational institution 
(childcare centre and/or kindergarten), and local community. Thus, these two 
domains are reviewed in this section. 
 
2.2.1 Children as agents of change for sustainability 
Young children’s active participation and agency in their daily lives is highly 
prioritised and discussed in the early childhood education for sustainability (ECEfS) 
literature (e.g., Davis 2009; Elliot & Davis 2009; Hägglund & Pramling Samuelsson, 
2009). Blanchet (2008) stresses that there has been almost a paradigm shift in how 
children are viewed today and in this new agenda, the notion of agency is of great 
significance. Davis (2008), and Bigger and Webb (2010) emphasise the importance 
of recognising young children as ‘agents for change’ in a diverse and uncertain world. 
They argue that, more than ever, with future poverty, natural disasters, increasing 
levels of carbon dioxide and other pressing sustainability issues, the situation 
demands empowering the next generation with positive beliefs and entrusting them 
to participate and contribute in a democratic way to future sustainability (Chawla & 
Cushing, 2007; Prince, 2010; Siraj-Blatchford, 2009).  
 
In philosophy and sociology, ‘agency’ has generally been described as the capacity 
of individuals to influence and steer their lives (Farrell & Danby, 2004). Bruner 
(1996), coming from the field of cognitive psychology, also argues that underpinning 
the way people interact with and come to know the world is ‘the agentive mind’ 
which shows itself through actions in the world, which is dependent upon ‘agency’. 
He describes the agentive operation of the mind with terms, “proactive, problem-
oriented, attentionally focused, selective, constructional, directed to ends” (p. 93) and 
in this sense, ‘Learning is best when it is participatory, proactive, communal, 
collaborative, and giving over to constructing meanings rather than receiving them’ 
(p. 95). Such description is the foundation for the concept of ‘active learners’. Its 
practical form can be seen in Hart’s (1997) model of Ladder of Young People’s 
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Participation (see Figure 2.2). The ladder identifies eight levels of children’s 
participation from “manipulation” to “child-initiated shared decisions with adults”.  
 
 
Figure 2.2 Ladder of young people’s participation (adapted from: Hart, 1997) 
 
Ärlemalm-Hagsér and Davis (2014) argue that the most effective EfS operates at the 
top rungs of Hart's ladder. For example, young children are able to think about, solve 
problems and take action in local sustainability issues in collaboration with adults in 
their community, including, for example, water conservation in their kindergarten or 
preschool, or designing and looking after a garden or nature area. 
 
A further discussion of the concept of agency that is relevant to this study comes 
from the work of Mackay. Mackey and Vaealiki's (2011) case study from New 
Zealand highlights that children in a kindergarten can be involved in democratic and 
participatory work within the ‘enviroschool’ which is a national program. The 
program aims to create a whole-school approach to environmental education, through 
which schools are supported to become more sustainable and are rewarded when 
they reach a level of achievement. Children’s agency in that study is described as 
taking actions and increasing engagement regarding a range of sustainability issues 
such as kerbside recycling and rainwater harvesting. The findings are of significance 
because they identified how children, along with their teachers, started to listen to 
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other perspectives of social and environmental issues as well as explore local 
environmental concerns that were relevant in their own lives. The children found 
new solutions and ideas which they also extended and shared with their families 
(Mackey, 2011). Another Mackey (2014) study showed how children in kindergarten 
demonstrated agency through playing, living and learning within a culture of 
sustainability through observation of children’s experiences. The data recorded from 
regular teacher observations and documentation about children’s learning was used 
for this study. A selection of children’s experiences and examples of child agency 
from the data and documentation are linked to the five strands of New Zealand’s 
early childhood education curriculum, Te Whariki (New Zealand Ministry of 
Education, 1996) weaving through the four principles of early childhood curriculum: 
empowerment, holistic development, family and community, and relationship. The 
five strands are belonging, wellbeing, exploration, communication and contribution 
(Mackey, 2014), the meanings of which were described as follows: 
 
 Belonging:  Children become interested in the place where they live and feel they 
belong. 
 Wellbeing: Children’s sense of wellbeing is derived from how others respond to 
and respect them. 
 Exploration: Children are active participants as problem solvers and solution 
seekers.  
 Communication: Children express their ideas and opinions on matters that affect 
them. 
 Contribution: Children make meaningful contributions to caring for the earth in a 
way that is appropriate for their culture and place of play and learning. (pp. 186-
190) 
Bruner's general definition of agency, Hart's highest rungs of the participation ladder, 
and the five strands of New Zealand’s ECE curriculum (1996) suggest that children 
can be potential agents of change for sustainability through solving problems, 
making decisions, taking action, sharing with others and actively participating in EfS. 
However, viewing children as active agents of change does not imply that we see 
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children as saviours for sustainability, tasked with doing the repair work that adults 
have created. Rather young children can be active stakeholders and participants on 
issues concerning the environment and its sustainability (Davis, 2010a; UNESCO, 
2012). Elliott and Davis (2009) and Hägglund and Pramling Samuelsson (2009) 
emphasise that the youngest children, those who will stay longest on the planet and, 
by far, are the group with the most potential to contribute to global change over time, 
should be considered as the most important decision makers. Thus, in this study, the 
view of children as agents of change for sustainability was employed as one of the 
main concepts that should be represented in curriculum documents relevant to 
sustainability and EfS.  
 
2.2.2 Sustainability in young children’s everyday lives 
Environmental, social and economic problems come from the millions of choices 
that people make in everyday life (UNESCO, 2008). This means that children's 
learning about sustainability should start with everyday practices in the places where 
they live including children’s homes and their local communities (Barratt et al., 
2014; Mackey, 2014; Yoo et al., 2013). Children are not only increasing their 
awareness of the environment and the need to conserve our resources, but they are 
living it on a daily basis, and taking it home to their parents, families and the wider 
community. Even very young children, “babies and toddlers can begin by watching 
adults model these behaviours” (Strain, Guralnick & Walker, 1986, p. 53). In this 
context, children's sustainable practices have the potential to be embedded into their 
day-to-day activities with educators, by themselves, and with family and the local 
community. Educators provide the framework of early learning that scaffolds the 
future of children (UNESCO, 2008). Families and community provide the guidance 
which encourages children to adopt sustainable practices and share ideas, as a 
commitment to their future (UNESCO, 2014a; 2014c).  
This view of ECEfS in daily lives can be linked to the beliefs of the founder of 
kindergarten. Froebel (1974) focuses on the belief that education of a child begins at 
birth, and that parents and teachers play a crucial role in helping children in this 
activity. Through exploring the environment around children, their understanding of 
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the world unfolds. Froebel’s philosophy of education is based on four major 
principles: free self-expression, creativity, social participation and motor expression. 
The ideas behind young children’s education in Sweden are strongly related to 
Froebel and his views on how to educate preschool children (Froebel, 1974). The 
idea of using the child’s everyday life as a frame of reference formed a fundamental 
principle in his pedagogical theory. All activities performed at home, like kitchen 
work, sawing, working with wood and gardening, served as basic foundations for 
learning (Hagglund & Pramling Samuelsson, 2009). This can be seen as a way of 
coming close to children’s experiences, and to what is familiar and well known for 
them (Hagglund & Pramling Samuelsson, 2009).  
 
The heritage of Froebel’s pedagogical beliefs can be found in two projects conducted 
in Korea and Australia respectively. The Musim Stream Project in Korea and 
Rainforest Project in Australia (Ji & Stuhmcke, 2014) each focused on familiar, local 
contexts, and both resulted in extensive new child learning and action-taking within 
these contexts. Both studies provided examples of children caring about 
sustainability issues and enacting changes in their thinking and behaviour in their 
local community (Ji & Stuhmcke, 2014). Another case study by Ji (2015) of a 
Korean kindergarten identified that children were able to identify issues in their local 
park, work with the City Hall to tidy up, and improve the park's safety and aesthetics. 
While the children may not have been thinking consciously about how they are 
conserving and protecting the environment through their actions as they go about the 
business of their day, nevertheless their understandings of the reasons for their pro-
environment actions are reinforced on a daily basis through discussions with other 
children, teachers, parents and their community. These research results are consistent 
with Elliott’s (2014) argument that the implementation of ECEfS is explicitly linked 
with natural play spaces. Her study explored the interaction between natural outdoor 
play spaces and educators’ socially-constructed understandings of sustainability and 
EfS. Elliott analysed the early childhood centres’ transformative changes and invited 
theorising about the interfaces with one kindergarten and one childcare centre in 
Australia. As a result of the study, she identified that physical outdoor play spaces 
and a sustainability-related action can provide a useful entry point for enacting EfS.  
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To Barratt et al. (2014), such nature and outdoor play provides the foundation for 
ECEfS using metaphor and nature as a teacher. Chawla and Rivkin (2014) emphasise 
that young children’s free play and exploration in nature enables children to have 
opportunities to assume responsible roles in caring for the natural environment in 
their communities. This can be promoted with adults who encourage children's 
appreciation for the natural world. In addition, as Davis (1998) argues, the orientation 
for early childhood outdoor experiences focuses on their beneficial role in 
developing a range of children's abilities such as physical, social and communication 
skills, and conceptual development. Such studies indicate that natural and outdoor 
play is essential to children’s sustainable practices, which also needs to be 
incorporated with sustained knowledge creation, action taking and value building. 
For this reason, this study included the idea of sustainability in young children’s 
everyday lives to explore the understandings of sustainability and EfS within two 
curriculum documents. 
 
2.3 EARLY CHILDHOOD EDUCATION CURRICULUM 
Curriculum is a primary source for children’s education, guiding what should be 
learnt. For the implementation of EfS in early childhood, curriculum should be 
updated by policy and curriculum developers with considerations of the current 
environmental landscape that has given rise to increasing social, economic and 
political pressure for sustainability (UNESCO, 2008). In doing so, sustainability 
should be understood and defined within social and cultural contexts. Yet, current 
sustainability concepts and EfS principles do not seem to be constructed within an 
intercultural space that is the condition for the ‘global imperative’ for urgent change 
in the ways culturally diverse human populations live, learn and ‘do’ (UNESCO, 
2014b). Thus, for a more culturally inclusive education for sustainability, it is 
worthwhile to investigate what aspects of sustainability appear in curriculum 
documents and how sustainability is represented in different social and cultural 
contexts. In this sense, the following three subsections will discuss the meaning of 
curriculum within this study’s context (section 2.3.1), the importance of curriculum 
in young children’s EfS (section 2.3.2), and lack of research about curriculum 
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documents relevant to sustainability within culturally different contexts (section 
2.3.3). 
 
2.3.1 An holistic approach to education for sustainability 
Drawing from the extensive Health Promoting Schools (HPS) literature as a way to 
describe a whole-settings approach to EfS, three central elements of ECEfS are 
identified by Young and Williams (1989): 1) curriculum, teaching and learning, 2) 
environment and ethos, and 3) partnerships and community (Figure 2.3). Young and 
Williams (1989) argue that the three key components are necessary for a whole-
settings approach, and must be addressed if a childcare centre, for example, wishes to 
become sustainable within an early educational setting. Pratt (2010), for example, 
used the HPS model to guide his EfS in a long day care centre in Brisbane Australia. 
Pratt (2010) also supports such an integrated curriculum approach being embedded 
into children’s everyday lives, and that such approaches need to be more widely 
adopted into both the formal curriculum including those of schooling and into 
informal learning approaches.  
 
Figure 2.3 Holistic model of sustainable early childhood setting                      
(adapted by Davis, 2010b, from Young & Williams, 1989) 
 
In education, a curriculum is broadly defined as the totality of student experiences 
that occur in the educational process (File, Mueller & Wisneki, 2012). The term 
often refers specifically either to a planned sequence of instruction, or view of the 
Curriculum, 
teaching and 
learning 
Partnerships 
and 
community 
Environment/ 
ethos 
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students' experiences in terms of the educator's or school's instructional goals. Yet, 
according to Brown (1992), curriculum can include everything that occurs under the 
aegis of the school. This may include extra-curricular activities, technological 
supports, norms, customs and climate. Curriculum is much more than a syllabus, 
which outlines what is to be taught. It is dynamic and encompasses the: learning 
environment, resources, teaching approaches and strategies, assessment programs 
and methods, values and ethos of the school, relationships and behaviours among 
students and teachers (Queensland Government, Department of Education, Training 
and Employment, 2013). This means that a curriculum promotes 1) learning 
environments that value and respond to diversity, 2) use of a range of resources 
appropriate to children’s learning needs, and that reflect children’s identities, and 3) 
relationships and behaviours between children, and between educators and children, 
that are fair and respectful (Queensland Government, Department of Education, 
Training and Employment, 2013). For the purposes of this study, curriculum 
document means something that should contain all that is to be learnt by children 
aged from birth to five. In the early childhood setting particularly, curriculum 
document means all interactions, experiences, activities, routines and events, planned 
and unplanned, that occur in an environment designed to foster children’s learning 
and development (The New Zealand Ministry of Education, 1996).  
 
2.3.2 Curriculum frameworks and early childhood education for sustainability 
As discussed, curriculum documents are not static or neutral but rather are dynamic 
and socio-cultural artefacts. This is well reflected in the OECD’s (2012c) definition: 
Curriculum refers to the content, methods, course, activities, practice, and knowledge 
that substantiate children’s learning and development, and it is influenced by many 
factors including society’s values, content standards, community expectations, 
research findings, language and culture. According to File, Mueller and Wisneki 
(2012), if curriculum developers and policy makers do not consider contemporary 
social, cultural, political and economic issues, the curriculum would simply be an 
instruction book which provides children with general knowledge and skills that may 
not be responsive to current and future life contexts. A holistic and integrated 
educational understanding of curriculum documents is critical to effective education 
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for sustainability. As Hägglund and Pramling Samuelsson (2009) warn, if the 
curriculum is disconnected with effective education for sustainability, and does not 
explicitly formulate goals directed towards sustainability and changes in governing 
structures, a less powerful position for preschools in supporting social justice and 
equality may occur. As Prince (2010) argues, children can begin to take the first 
steps on a lifelong journey of sustainability through contemporary curriculum-based 
learning experiences, and modelling by teachers and parents. In this sense, Mackey’s 
(2014) study is significant. She studied teachers’ work and children’s learning within 
the bicultural New Zealand Early Childhood Curriculum, Te Whariki, which takes 
the ecological theoretical position of Bronfenbrenner (as cited in Lee et al., 2013). 
The position focuses on the way in which education for sustainability aligns with the 
four principles of Te Whariki: empowerment, holistic development, family and 
community, and relationship. Mackey's study shows that teachers are able to work 
creatively with the curriculum document, which embraces notions of belonging, 
wellbeing, exploration, communication and contribution, a complement to the 
creative frame of ECEfS. In other words, development of curriculum document and 
re-orientation should include children as active as well as adults (teachers, parents 
and others) as participants (Davies et al., 2009), and educators need to ensure the 
relevance of content to children’s everyday lives and their development as active 
citizens of sustainability (Davies et al., 2009; Haas & Ashman, 2014; Kim et al., 
2013; Mackey, 2014).  
 
2.3.3 Early childhood education for sustainability curriculum document research 
The aims of this study are to investigate how the concept of sustainability and EfS 
are represented in South Korean and Australian early childhood curriculum 
frameworks. There are few studies about curriculum documents relevant to early 
childhood education for sustainability. In this section, the topic relating to studies 
investigating the ECE curriculum documents of Iceland and Korea, and a 
comparative curriculum document analysis of the Swedish and Australian ECE are 
discussed.  
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In Iceland, Jóhannesson, Norddahl, Óskarsdóttir, Pálsdóttir and Pétursdóttir (2011) 
investigated how the Icelandic public early childhood curriculum documents dealt 
with EfS. These authors created an analysis key to investigate signs of EfS in the 
curriculum. The study in Iceland identified seven analytic indicators (Table 2.2) to 
show how sustainability is valued in the curriculum documents.  
 
Table 2.2  
 
The seven characteristics of EfS in Icelandic study 
(1) Indications of values, opinions and feelings about nature and environment 
(2) Identification of knowledge contributing to a sensible use of nature 
(3) Statements about welfare and public health  
(4) Indications of democracy, participation and action competence 
(5) Recognition of equality and multicultural issues  
(6) Indications of awareness and understanding of global issues 
(7) References to economic development and future prospects  
  
These seven indicators reflect the interwoven aspects of sustainable development – 
economy, environment, and society – as well as the goals of the United Nations 
Decade of Education for Sustainable Development (2005-2014). The key includes 
both content from UNESCO guidelines and three principles of action for developing 
EfS identified by the research group. The three actions are 1) actions for teaching and 
learning that enable teachers and learners to build up their knowledge of natural 
resources and sustainable development, 2) actions within schools that encourage a 
respect for critical values, democratic procedures and social inclusion in developing 
sustainable practices, and 3) actions at the local community level that encourage 
schools and other organisations to work together in sharing responsibility for a 
sustainable quality of life. Through the analytic process used by the researchers, they 
suggested that the Icelandic curriculum documents for early childhood do not have a 
clear focus on education for sustainability. Curriculum content focuses more on 
nature and its importance for the survival of humans. In addition, there is an 
emphasis on using outdoor activities that enhance the physical health of children. 
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The Korean national curriculum, known as Nuri, for children aged from 0 to 5 has 
been analysed by Yoo, Kim, Sin and Park (2013b) to investigate the amount of 
content relevant to education for sustainability in the curriculum within the realm of 
sustainable development. In this study, sustainability was divided into three areas: 
socio-cultural, environmental and economic dimensions (Table 2.3) which were used 
as a tool for curriculum analysis. The tool was created by the Korean National 
Commission for UNESCO and the Tongyoung Education Foundation for Sustainable 
Development, and based on three dimensions of sustainability proposed by 
UNESCO.  
 
Table 2.3  
 
Three dimensions of sustainability and the contents in Yoo et al’s Korean study 
Sociocultural Human rights, Peace and safety, Unification, Cultural diversity, Social 
Justice, Health and food, Citizen participation, Gender equality, 
Communication (media, ICT), International responsibility  
Environmental Environmental resources, Energy, Climate change, Biodiversity, 
Environmental problems, Sustainable food production, Sustainable 
community, Disaster risk reduction, Transportation 
Economic Sustainable production and consumption, Company sustainability, 
Market economy, Poverty reduction 
 
Yoo et al.’s (2013b) study found that the Nuri curriculum document includes limited 
content about sustainability and also that the content is mostly about EE rather than 
other forms of sustainability. In particular, the Nuri curriculum document has no 
guidelines regarding unification, social justice and citizen participation in a socio-
cultural context, and sustainable production and consumption with regards to 
economics. 
 
In a comparative study of Australian and Swedish curriculum documents, Ärlemalm-
Hagsér and Davis (2014) examined whether, and how, young children (specifically 
pre-schoolers) are interpreted as participants for change around sustainability topics. 
They identify four dimensions for their analysis: 1) inclusion of concepts of 
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sustainability, 2) recognition of humans' place in nature and environmental 
stewardship, 3) critical thinking for sustainability, and 4) reference to children as 
active participants of change. These characteristics emerged from their 
understandings about sustainability and of young children based on their experiences 
in this field and with well-developed knowledge of the scholarly literatures in EfS 
and ECEfS. Their analysis showed that learning ‘about’ and ‘for’ sustainability in 
both the Australian and Swedish early childhood education curriculum frameworks is 
defined in vague and ambiguous terms. The authors argued that both curriculum 
documents, like the Korean curriculum, have been strongly influenced by the 
traditions of EE and nature education, with their focus primarily on natural 
environmental aspects. In addition, it is reported that these documents ignored other 
aspects of sustainability such as critical thinking, and children as active participants. 
 
The two  studies mentioned above identified that current early childhood curriculum 
documents in Iceland, Australia and Sweden lack the specifics of education for 
sustainability with the concept beyond environmental issues: Icelandic and Korean 
studies analysed their curriculum only focusing on economic, environmental and 
social factors of sustainability while, the Swedish and Australian study has a similar 
purpose to my study, however, it focused on the representation of the concept of 
sustainability in the curriculum documents within the four dimensions only. The 
study outlined in this thesis focuses more on the contextual and cultural 
understanding of the concept of sustainability in South Korean and Australian early 
childhood curricula, and investigates how EfS is evident in both curriculum 
documents using this lens. The following section will describe how South Korean 
and Australian ECE systems and curriculum documents have been developed 
focusing on sustainability and EfS. 
 
2.4 EARLY CHILDHOOD EDUCATION FOR SUSTAINABILITY AND 
CURRICULUM DOCUMENT IN SOUTH KOREA AND AUSTRALIA 
 
The purpose of this section is to identify South Korea’s and Australia’s different 
education backgrounds in early childhood and examine how sustainability is 
perceived and adapted to early childhood education curriculum documents in both 
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countries. South Korea and Australia have different education systems with 
responsibility for early childhood education and care. In South Korea it is the 
responsibility of two Ministries, while in Australia ECEC is the responsibility of the 
Federal Government and the State or Territory Governments. With respect to EfS, 
Australia has longer EE history than Korea, and Australian ECE generally presents 
EfS with respect to holistic learning, including children's participation in social and 
cultural contexts, influenced by the AuSSI. In contrast, Korean ECEfS focuses more 
on environmental problems, influenced by the Green Growth. While interest in 
sustainability is growing in both Australia and Korea, there is still a long way to go 
as education for sustainability in early childhood is under-practiced, under-resourced 
and under-researched (Davis, 2010; Ji & Stuhmcke, 2014; Yoo et al., 2013a; 2013b). 
However, it is apparent that both countries have sought to include sustainability in 
young children’s education via the Green Growth Education Program in Korea and 
the Australian Sustainable Schools Initiative (AuSSI) in Australia.  
 
This section presents the current South Korean and Australian early childhood 
education systems, development of sustainability in an educational context, and EfS 
in the early childhood education curriculum documents of each country. It also 
provides critical information in understanding the different cultural context of each 
country’s early childhood education provision, ECEfS and different understandings 
of sustainability.  
 
2.4.1 South Korea 
Early childhood education 
In Korea there are two kinds of formal education institutions for birth to 5 years old 
children: childcare centres (0-5 year olds) and kindergartens (3-5 year olds). The 
Ministry of Health and Welfare and the Ministry of Education are responsible for 
childcare centres and kindergartens respectively with regards to teacher 
qualifications, laws and target ages of children (Ji, 2015). For this reason, there were 
two different curriculum documents in Korean early childhood settings: Standardised 
childcare curriculum for childcare centres and National curriculum for kindergarten 
(3-5 year olds). This division, generally, has been regarded as a barrier to not only 
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developing coherent early childhood education systems and curricula, but also 
providing the universal quality of education in Korea. However, recently, Korea has 
set out a national, common curriculum document for all children aged from 3 to 5, 
the Nuri curriculum document, aimed at providing a more continuous child-
development process for young children. In addition, there is a national system for 
assessing the quality of childcare centres called the Korean Childcare Accreditation 
System (2006). The system has six areas: childcare environment, operation 
management, childcare curriculum, interaction and teaching methods, health and 
nutrition, and safety. The system plays an important role in improving the quality of 
children's services in Korea. Table 2.4 shows the outline of Korean early childhood 
education. 
 
Table 2.4  
The outlines of Korean early childhood education (reproduced from Ji, 2015) 
Type of ECEC services Childcare centres Kindergartens 
Responsible to The Ministry of Health & 
Welfare 
The Ministry of Education 
Teacher qualifications Level 1 – Bachelor  
Level 2 – Diploma 
Level 3 – Certificate Ш 
Level 1 – Bachelor  
Level 2 – Diploma 
 
Related law Infant & Child Care Act Early Childhood Education 
Act 
Target age of children Birth-5 years old 3-5 years old 
Curriculum framework for 0-2 
year olds 
Standardised childcare 
curriculum  
 
for 3-5 
year olds 
The Nuri curriculum document  
A national system for regulations and 
quality assessment  
Childcare Accreditation System 
 
 
Development of sustainability and EfS in Korea 
Since 2000, the Korean government has created three key policies related to 
sustainability - the Presidential Commission on Sustainable Development (2000), the 
Framework Act on Sustainable Development (2007), and Green Growth Education 
(2009) (Yoo et al., 2013a). Particularly, the Activation Plan of Green Growth 
Education has stood out strongly in the education field, including the early childhood 
sector, as a practical way of implementing education for sustainable development (Ji, 
2015). For example, the Green Growth Committee, the Ministry of Education, the 
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Ministry of Environment, and the Ministry of Public Administration and Security 
(2009) have worked together to publish The Activation Plan of Green Growth 
Education. The main points of this plan appear in the three strategies and eight policy 
tasks (Table 2.5) and the first strategy is reinforcement of green growth education for 
elementary and secondary school. 
 
Table 2.5  
 
The three strategies and eight policy tasks of the Activation Plan of Green Growth 
Education (The committee on green growth, the Ministry of Education, Science and 
Technology, the Ministry of Environment & the Ministry of Public Administration 
and Security, 2009) 
Three strategies Eight policy tasks 
Reinforcement of Green Growth 
education for elementary and 
secondary school 
 
 Development and institutionalisation of Green Growth 
education curriculum 
 Development of Green Growth education textbook   
 Establishment of Green Growth education training system for 
manpower in charge 
 Promotion of lead educational institution of Green Growth 
education 
 Connection between inside and outside of school of Green 
Growth education 
Reinforcement of Green Growth 
education for university and citizen 
 Promotion of Green Growth education based university 
 Foundation construction of citizen education for green life 
Globalisation of Green Growth 
education 
 International policy cooperation relevant to Green Growth 
education 
 
As a result of this strategy, in the Korean curriculum revisions of 2009, the subject of 
environment was changed to environment and green growth for middle school. In 
December 2013, the Ministry of Education (2012) published The Green Growth 
Education Program for Supporting Kindergarten Curriculum Operations to be used 
by every kindergarten in Korea. The goal of this program is “to form a foundation of 
global green citizens who can contribute to sustainable life and green growth in the 
future” (Korean Government, Ministry of Education, 2012, p.8).  
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Early childhood education for sustainability in the Korean curriculum document 
The Korean Nuri curriculum document has five areas: physical movement and health, 
communication, social relationships, art experience, and nature exploration. Each of 
these areas is divided further into categories. For example, the area of  'nature 
exploration' is divided into three categories - attitude of exploring, mathematical 
thought and scientific thought - and these include children's curiosity and interests in 
climate change, animals, water, soil, and respect for nature. In 2011, the Green 
Growth Education program was added to the Nuri curriculum document with the 
objectives of the program divided into the three domains: knowledge and 
understanding; feelings and affection; and attitudes and participation. Following on 
from these objectives, the content of the program consists of the four key aspects: 
basic understanding of the earth's environment, awareness of environmental 
problems, life style for sustainability, and increasing green citizenship and 
participation for a sustainable life. After this change, recently, there are some studies 
conducted in early childhood settings which have analysed ECEfS and the Nuri 
curriculum document’s content. For example:  
 
 An analysis of the water activities for sustainable development in the guide for 
kindergarten teachers and childcare centre program, based on the five year old age 
Nuri Curriculum (Ji, Huh, Baik & Chung, 2012);  
 An inquiry into and implication of school education and early childhood 
education for sustainable developments in Germany, England and Australia based 
in Korea (Kim, Yoo, Shin & Park, 2013); 
 Content analysis of 0-to-1-year-olds' Child Care curriculum, 2-year-old Child 
Care curriculum and 3-to-5-year-olds' curriculum (Yoo, Kim, Shin & Park, 
2013a);  
 Analysis of the Korea educational policy and current curriculum document based 
on education for sustainable development (Yoo, Kim, Shin & Park, 2013b); and  
 Reorienting the curriculum of early childhood education for sustainable 
development: contents and pedagogy for young children (Shin & Park, 2012).  
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 These studies have been conducted to identify what is evidenced in Korean early 
childhood education and curriculum documents relevant to EfS within the three 
pillars of sustainability: environmental, economic, and social. The studies found that, 
as the Green Growth document has focused more on environmental issues including 
carbon emissions, energy and climate, the focus of ECEfS and the Nuri curriculum 
document has been limited to EE. The researchers of these studies provided four 
suggestions to address such limitations: 1) understanding of the concept of 
sustainability within environmental, economic and social aspects, 2) revising the 
Korean curriculum with consideration for the three pillars of sustainability, 3) 
implementing ECEfS in children’s daily lives considering local, socio-cultural and 
economic issues with family and community, and 4) viewing children as active 
participants in being aware of problems, finding solutions and taking actions for 
sustainability. These recommendations indicate what aspects of Korean ECEfS and 
curriculum are missing at present in the Korean ECE context. 
 
With the development of the Green Growth Education Program and the endorsement 
of the Nuri curriculum for 3 to 5 year olds in 2012, the Ministry of Education and the 
Ministry of Health and Welfare have attempted to provide a professional 
development program based on the Nuri curriculum and the Green Growth Education 
Program for educators working in the field of early childhood education. These 
efforts encourage professional groups such as the Korean Society for Early 
Childhood Education to introduce education for sustainability to the early childhood 
sector through seminars, conferences or workshop (Ji, 2015). 
 
2.4.2 Australia 
Early childhood education 
In Australia, early childhood education and care services use a variety of service 
delivery models that can be grouped into the six broad categories: long day care, 
family day care, preschool (or kindergarten) occasional care, outside school hours 
care and in-home care with three teacher qualification levels: Bachelor (early 
childhood teacher, Diploma (lead educator), Certificate Ш (assistant/educator). 
Responsibility for early childhood education and care (ECEC) is shared between the 
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Australian Government and the state or territory governments, each having different 
but complementary roles in supporting ECEC services. In New South Wales and 
Victoria, responsibility for early childhood education lies with the Department of 
Education and Communities, and the Department of Education and Early Childhood 
Development (DEECD), respectively. In all other states and territories of Australia, 
responsibility for early learning services lies with the relevant education department.  
 
Australia's first national Early Years Learning Framework (EYLF) called, Belonging, 
Being and Becoming was developed collaboratively by Australia’s Federal and State 
and Territory governments in 2009. The framework contains the principles, practices 
and outcomes to support and improve young children’s learning from birth to five 
years of age as well as their transition to school (Australian Government Department 
of Education, Employment and Workplace Relations [DEEWR], 2014). In 2009, the 
Council of Australian Governments approved immediate implementation of the 
framework. Historically, the EYLF is likely to be an important marker of a particular 
point in time: Australia's first national framework for guiding curriculum and 
pedagogy in early childhood. Additionally, the National Quality Framework (NQF) 
is the result of an agreement between all Australian governments to work together to 
provide better educational and developmental outcomes for children using education 
and care services (Australian Children’s Education and Care Quality Authority 
[ACECQA], 2011). The NQF introduces a new quality standard to improve 
education and care across long day care, family day care, preschool/kindergarten, 
and outside school hours care.  
 
Development of education for sustainability in schools in Australia 
In Australia, three important initiatives have influenced the uptake of EfS in the 
general school education system: the international UNESCO Decade of Education 
for Sustainable Development (2005-2014), National Environmental Education 
Statement for Schools in Australia (2005), and Living Sustainably: The Australian 
Government's National Action Plan for Education for Sustainability (2009). The 
Australian federal government adapted the Brundtland ideals and objectives to local 
conditions to shape its approach to EfS and to define learning as a tool for change 
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towards sustainability (Australian Government Department of Environment, Water, 
Heritage and the Art, 2009). Those documents provide curriculum principles and 
strategies that imply a pedagogical advantage in early childhood education with 
respect to EfS (Davis, 2013) because the features of the documents line up quite well 
with early childhood pedagogical practices. For example, the National 
Environmental Education Statement for Schools (2005) suggests experiential 
learning, values clarification, creative thinking, problem solving, story-telling and 
inquiry learning as important in EfS. While the key education principles such as 
interdisciplinary, holistic/whole systems and value-driven approaches, critical 
thinking and problem solving, multi method, participatory decision making, 
applicability, and locally relevant education are cited by the UNESCO Decade of 
Education for Sustainable Development (2005) document, EfS in Australia builds on 
approaches used by environmental education over the past 30 years or more 
(Australian Government Department of Environment, Water, Heritage and the Art, 
2009).  
 
It can be identified that Education for sustainability in Australia has been strongly 
influenced by ideas articulated in documents such as the Brundtland report and other 
UNESCO initiatives such as the United Nations Decade of Education for Sustainable 
Development, 2005-2014 (UNDESD) within the local culture, similar to the Korean 
approach. However, it cannot be said that the two countries’ curriculum documents 
represent sustainability with identical concepts, principles and views because each 
country’s own social and cultural values and contexts has been embedded in the 
interpretation and adoption for and development of the curriculum. Inversely, an 
examination of the two curriculum documents in terms of their understanding and 
application of sustainability could contribute to identifying more diverse perspectives 
on sustainability learning arising from different cultural-politico contexts.   
 
As a key driver of EfS worldwide, the UNDESD-led initiative has provided impetus 
around the globe for debates, discussions, agenda setting, and concrete actions 
around sustainability and EfS (Davis, 2015). In Australia, the Australian Sustainable 
Schools Initiative (AuSSI) was the most obvious enactment of the UNDESD, 
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supported with some resourcing and in policy by the then Department of the 
Environment, Water, Heritage and the Arts (Davis, 2015). The AuSSI provided 
practical support to schools and their communities to work and live more sustainably, 
and fostered a whole school approach with measurable environmental, educational, 
social and financial benefits (The Department of the Environment, Water, Heritage 
and the Arts, 2015). In addition, AuSSI engaged students, staff and members of the 
community to improve the management of school resources and facilities—such as 
waste, energy, waste, biodiversity, water, landscapes, products and materials (The 
Department of the Environment, Water, Heritage and the Arts, 2015). Although no 
longer supported at the federal level, each Australian state and territory implemented 
its own processes and strategies for Sustainable Schools in consultation with AuSSI. 
Following are the principles that AuSSI represents. 
 
 To go beyond awareness raising to action learning and integration with school 
curricula; 
 To encourage involvement of the whole school; 
 To encourage involvement of a school’s local community to help shift the broader 
community towards more sustainable practices and processes; 
 To develop relationships with other areas that impact on the organisation and 
management of a school; 
 Founded on sound theory and practice in schools and school systems, quality 
teaching and learning, environmental education for sustainability; and 
 To encourage schools to achieve measurable social, environmental, educational 
and financial outcomes. (The Department of the Environment, Water, Heritage 
and the Arts, 2015) 
At its height, over 2000 schools signed up to the AuSSI. However, it must be noted 
that this was mainly primary and secondary schools rather than early childhood 
education services (Elliott, 2010).  
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Early childhood education for sustainability in Australian curriculum documents 
Despite the efforts of early childhood researchers, advocates and educators who 
affirm that sustainability in the early years is ‘essential, not optional’ the early 
childhood education sector has been mostly excluded from the AuSSI initiatives 
(Davis, 2015; Elliott, 2010). One reason for this marginalisation is that early 
childhood education (ECE) is complicated by a range of service structures which, 
until very recently, have operated within local regulatory jurisdictions and/or federal 
accreditation requirements, may be funded by local, state or federal governments, or 
commercially-owned and funded (Young & Cutter-Mackenzie, 2014). Such 
complicated governance has played a part in excluding early childhood education 
from government-sponsored environmental education and other related sustainability 
initiatives (Elliott, 2010; Young & Cutter-Mackenzie, 2014). However, as a response 
to this omission/exclusion, early childhood researchers and educators have 
proactively adapted and implemented AuSSI at the grassroots level (for example, 
Young & Cutter-Mackenzie, 2014). Additionally, recent reforms to early childhood 
education provided new opportunities for the inclusion of sustainability and EfS into 
national documents including the National Quality Standards (ACECQA, 2011 
revised 2013) and Belonging Being Becoming: The Early Years Learning 
Framework for Australia (DEEWR, 2009), the curriculum document that is the focus 
of this study.  
 
Here, I briefly discussed Belonging, Being and Becoming: the Early Years Learning 
Framework (EYLF) (DEEWR, 2009) and the National Quality Framework (NQA) 
(Australian Children's Education and Care Quality Authority [ACECQA], 2011) that 
shape ECEfS in Australia.  
 
Elliott (2014) proposes a reinterpretation of Belonging, Being and Becoming, such 
that children are not only Belonging, Being and Becoming in the sociocultural 
contexts of their families and communities, but also they are Belonging, Being and 
Becoming with respect to the Earth (Elliott, 2014). For example: 
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 Belonging – for both adults and children to potentially feel empowered to live 
sustainably, they need opportunities to experience positive relationships of 
belonging with the earth. 
 Being – is about fully experiencing the here and now, about being in the moment.  
 Becoming – is about a process of change – children's knowledge, skills and 
capacities to participate in society grow over time. (pp. 9-10) 
 
These interpretations are connected with the two concepts of my study: children as 
agents of change for sustainability and sustainability in young children’s everyday 
lives. Children are seen to belong in relation to their families, culture and 
communities; being stresses the importance of the moment with respect to others and 
engaging with daily joys; while becoming focuses on children’s skills and 
understandings in actively participating in society. 
 
The second key national document, the NQF (ACECQA, 2011), is a national system 
for regulation and quality assessment of childcare and preschool/kindergarten 
services. The National Quality Standard (NQS), launched in 2012 as part of the 
Australian Government quality agenda, supports the implementation of sustainability 
in early childhood services. This document makes direct reference to ‘sustainable 
practices’ as part of its quality area 3 in the following: 
 
 Standard 3.3 The service takes an active role in caring for its environment and 
contributes to a sustainable future. 
- Element 3.3.1 Sustainable practices are embedded in service operations. 
- Element 3.3.2 Children are supported to become environmentally responsible 
and show respect for the environment. (ACECQA, 2011, pp. 104-8) 
 
Essential to the NQS implementation processes is the Quality Improvement Plan 
(QIP) and this offers an opportunity for services to identify, plan and implement 
action priorities for sustainability (Elliott, 2014). The NQS in parallel with the EYLF 
will potentially facilitate greater systemic uptake of sustainability in early childhood 
services. Elliott (2014) proposed five principles: Relationships, Ways of Thinking, 
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Active Citizenship, Ecoliteracy and Sustained Health, which are central to 
embedding education for sustainability in early childhood education, where relevant 
links are drawn to the EYLF (DEEWR, 2009). For young children’s education for 
sustainability, it would be necessary to examine how Elliott’s five principles are 
embedded in EYLF within their social and cultural context.  
 
2.4.3 South Korea and Australia 
Both South Korea and Australia have an increasing recognition that education for 
sustainability should be measured in early childhood practice. In addition, both 
countries have begun to understand the concept of sustainability and education for 
sustainability within two common documents: Bruntland Report (1987) and 
UNESCO Decade of Education for sustainable development (2005-2014). However, 
South Korea as an Eastern-dominant country and Australia as a Western-dominant 
country have different early childhood education backgrounds, history and policy 
relevant to EfS. These differences are likely to influence the curriculum document 
content of both countries relevant to sustainability, for example, South Korea's Green 
Growth and Australia's AuSSI. Varied definitions and interpretations of 
sustainability and different understandings of the concept of sustainability in 
different contexts may lead to confusion and poor implementation of ECEfS. With 
this backdrop, the current study investigates how understandings of the concept of 
sustainability are represented in the curriculum documents of South Korea and 
Australia. The outcomes are expected to contribute to a more comprehensive and 
holistic/whole systems understanding of the concept of sustainability, and build a 
more contextualised approach to ECEfS in Korea and Australia. Furthermore, with 
this in mind, analysing and comparing these two countries’ curriculum documents to 
identify how they represent sustainability within different contexts would be more 
beneficial than analysing only one country’s document or two documents in similar 
contexts. 
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2.5 CONCLUSION 
The concept of sustainability is broad, and influenced by cultural, social, economic 
and political factors within individual countries. In education, sustainability is 
understood differently in different contexts, which means that EfS and ECEfS are 
represented in curriculum documents differently, and in practice are also 
implemented differently across different national contexts.  
As discussed earlier, EfS has been developed from EE, and takes a more holistic 
view of issues within social, environmental and economic systems. For EfS in early 
childhood education, two key issues of ECEfS emphasised in the literature are 
children as agents of change for sustainability and ECEfS learning in children’s 
everyday lives. However, according to the research relevant to ECEfS, curriculum 
document in early childhood still focuses heavily on environmental issues. In 
addition, there are few studies conducted relevant to EfS and curriculum documents 
in early childhood settings, and how culturally different contexts influence adoption 
of ECEfS practices. This study focuses on how early childhood curriculum 
documents in different contexts are aligned with principles of EfS. A comparative 
document analysis was conducted of two early childhood national curriculum 
frameworks: one from an Eastern culture dominant country, South Korea and one 
from a Western culture dominant country, Australia. In this analytically comparative 
approach, critical document analysis as a research method was chosen and relevant 
justification appears in the following chapter. 
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Chapter 3: Study Design 
The purpose of this study was to analyse and compare the current national 
curriculum frameworks for early childhood in South Korea and Australia to articulate 
how these curriculum documents represent sustainability concepts and EfS. 
Specifically, this study addressed the following research question: 
 
How are the sustainability concepts and EfS principles represented within the South 
Korean and Australian early childhood education curriculum documents?  
 
There are three sub-questions: 
- To what extent is the concept of sustainability embedded into each national 
curriculum document?  
- How is the view of children as agents of change for sustainability represented in 
each curriculum document? 
- Is education for sustainability as an everyday feature of young children’s lives 
reflected in each curriculum document? 
 
The first section of the chapter explains the research approach that is qualitative 
research focused on a comparative study and critical document analysis (Section 
3.1). The second section outlines the research methods chosen for this study, 
including the primary data and additional materials collection, critical document 
analysis process, and a preliminary analysis with critical document analysis (Section 
3.2). The third section addresses the potential limitations and the proposed study 
(Section 3.3). The final section is a summary of this chapter (Section 3.4).  
 
3.1 QUALITATIVE RESEARCH: COMPARATIVE STUDY AND CRITICAL 
DOCUMENT ANALYSIS 
In contrast to quantitative research, qualitative research is an approach that 
investigates ‘how’ something has been decided not just what, where, and when 
(Creswell, 2014). Qualitative approaches focus on developing a detailed 
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understanding of a central phenomenon (Creswell, 2014). This study  asked ‘how’ 
understandings of the concepts of sustainability  and EFS are represented in Korean 
and Australian early childhood curriculum documents in order to approach the 
concepts of sustainability and EfS in  more comprehensive and integrated ways in 
early childhood education settings. Qualitative research analyses the world through 
the lens the researcher brings to bear on the data (Creswell, 2014). As the researcher 
applies his/her interpretations of the phenomenon, they should be aware that they are 
also an active participant in the research (Creswell, 2013; Denzin & Lincoln, 2011), 
and consequently qualitative studies rely on the credibility and trustworthiness of the 
researcher. In this qualitative study, curriculum documents were analysed and 
compared by a researcher within counterpoise between subjectivity and objectivity 
through critical document analysis. The following figure (3.1) provides the research 
approaches of this study, and the details of comparative study and critical document 
analysis will be described in section 3.1.1 and section 3.1.2. 
 
 
 
 
Figure 3.1 Research approaches of this study 
 
3.1.1 Comparative study 
This study is a comparative study of early childhood curriculum documents in South 
Korea and Australia, with respect to education for sustainability. In education, 
Qualitative 
Research 
Comparative 
study 
Critical 
Document 
Analysis 
- Understanding of a central 
phenomenon 
- Interpreting through 
researcher’s lens 
- Seeing ourselves from 
outside perspectives 
- Broader understanding 
within culture  
- Gaining meanings of texts  
- Developing the understandings 
from the representation in document 
- Exploring the relationships 
between documents and social and 
cultural elements  
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comparative studies have been conducted with various purposes including 
description, understanding, innovation, or evaluation (Bray, Adamson, & Mason, 
2007). In this study, the comparative research method is selected for one of these 
four purposes - 'understanding' - aligning with the overall purpose of this study. 
Using a comparative approach to compare two different nations’ early childhood 
curricula means that researchers can gain a better understanding of their own 
education system and practices, as well as  promote international understanding and 
co-operation through increased sensitivity to differing world views and cultures 
(Crossley & Watson, 2003). In other words, a comparative study enables us to see 
ourselves from an outside perspective (Bray, Adamson & Mason, 2007). 
Specifically, this will promote broader understandings of sustainability and education 
for sustainability in early childhood education curricula within different contexts.  
 
3.1.2 Critical document analysis  
Document analysis was used in this study to compare Korean and Australian national 
early childhood curriculum documents. It has been known that document analysis 
can help researchers uncover meaning, develop understanding, and discover insights 
relevant to the research problem (Bowen, 2009 cited in Merriam, 1988), and the 
information and insights derived from the documents can be valuable additions to a 
knowledge base (Cohen, Manion & Morrison, 2013). Curriculum documents contain 
guidelines about what children should learn and how teachers should teach, and are 
regularly revised based on many factors including each nation’s politics, values, 
culture, and contemporary issues (File, Mueller & Wisneski, 2012). This study 
focuses on the understandings of sustainability and EfS in the field of early 
childhood education. For this comparative analysis of the South Korean Nuri 
curriculum document and the Australian EYLF, critical document analysis (CDA) 
was chosen.  
 
Critical document analysis can be described in two ways. Firstly, from the point of 
view of document analysis (DA): critical document analysis is a conjunction of DA 
and critical discourse analysis. Document analysis is a systematic procedure for 
reviewing or evaluating documents – both paper-based and computer-mediated texts 
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(Bowen, 2009; Thomas, 2005). This approach requires that data be examined and 
interpreted in order to elicit meaning, gain understanding, and develop empirical 
knowledge (Bowen, 2009). By incorporating critical discourse analysis, document 
analysis involves an examination of the assumptions that underpin any account in a 
document and a consideration of what other possible aspects are hidden or excluded 
(Sapsford & Jupp, 2006). It can also involve moving beyond the documents 
themselves to encompass a critical analysis of the institutional and social structures 
within which such documents are produced (Sapsford & Jupp, 2006).  
 
 
                                        
 
Figure 3.2 CDA seen from the point of view of document analysis 
 
This study aims to identify not only how each country’s curriculum frameworks 
represent ideas about sustainability and EfS, but also how it is related to their social 
context. A standard approach to the analysis of documents focuses on looking at 
what is actually contained within a document that is relevant to EfS, gaining 
meanings of texts and developing the understandings from the representation in 
curriculum documents (Rapley, 2011; Thomas, 2005). However, this approach 
cannot provide answers about the relationships between documents and social 
elements. Critical discourse analysis, therefore, aims to explore the relationships 
between discursive practices, events, and texts, and wider social and cultural 
structures, relations, and processes. Also, this approach explores how texts construct 
representations of the world, social relationships, and social identities, with an 
emphasis on highlighting how such practices and texts are ideologically shaped by 
relations of power (Taylor, 2004 cited in Fairclough, 1992, 2001; Chouliaraki & 
Fairclough, 1999). Thus, through critical document analysis, I can better understand 
what the document is saying and emphasising regarding sustainability and EfS, 
especially within the three categories I mentioned above. In addition, how the 
content of curriculum is constructed, why sustainability and EfS are represented in 
particular way, and how these can be related to social contexts, can be explained 
Document 
Analysis 
Critical 
Document 
Analysis 
Critical 
Discourse 
Analysis 
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through critical document analysis. Taylor (2004) argues that critical discourse 
analysis is particularly appropriate for critical policy document analysis because it 
allows a detailed investigation of the relationship of language used in curriculum 
documents to other social processes, and of how language works within power 
relations. In addition, critical discourse analysis provides a framework for a 
systematic analysis of policy documents, thus researchers can go beyond speculation 
and demonstrate how policy texts work (Taylor, 2004).  
 
Secondly, from the point of view of critical discourse analysis: critical document 
analysis is one form of critical discourse analysis which focuses on analysing 
documents, such as the curriculum documents in this study. Critical discourse 
analysis is a contemporary approach to the study of language and discourse in social 
institutions and it focuses on how social relations, identity, knowledge and power are 
constructed through written and spoken texts in communities, schools and 
classrooms (Bowen, 2009). Critical document analysis focuses on documents and on 
relations between text in a document and other social elements, including ideologies, 
institutions, and social identities. 
 
                                                              “Document” 
 
 
Figure 3.3 CDA seen from the point of view of critical discourse analysis 
 
Fairclough (1992) developed a three-dimensional framework (Figure 3.4) for 
studying discourse: analysis of (spoken or written) language texts, analysis of 
discourse practice (processes of text production, distribution and consumption) and 
analysis of discursive events as instances of sociocultural practice (Janks, 1997). In 
particular, he combines macro, meso and micro-level interpretation (Fairclough, 
2013). At the macro level, the analysis of context assesses the relationship between 
the text and broader social processes and ideologies. At the meso level, analysis 
focuses on the context of production and reception of the text. Finally, the micro 
level of discourse context looks at what is actually being said in the text, and what 
Critical 
Discourse 
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Critical 
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linguistic features and devices are being used to depict an idea (Fairclough, 2013). In 
this study, I analysed two curriculum documents with this framework of critical 
document analysis, and the processes of critical document analysis will be detailed in 
section 3.2. 
 
 
Figure 3.4 Fairclough’s dimensions of discourse and discourse analysis (Fairclough, 
1992) 
 
3.2 METHODS 
As discussed above, this study is comparative and a critical document analysis of the 
two early childhood curriculum documents, the Korean Nuri and the Australian 
EYLF. In this section, two aspects of the research method are discussed. First, data 
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collection methods are described (Section 3.2.1). Second, data analysis methods 
employed for the purpose of this study are outlined (section 3.2.2).  
 
3.2.1 Data collection 
The primary data sources are the Korean Nuri curriculum document and the 
Australian Early Years Learning Framework (EYLF). The Nuri is publically 
available at the website of the Korean Ministry of Education Science and 
Technology or the Ministry of Health and Welfare. The Australian curriculum, 
EYLF is available from the website of the Department of Education and Training, 
Australian government. Additional key materials including the Guideline of Nuri 
curriculum aged from 3 to 5 and Guideline of Nuri curriculum for Teachers were 
gathered from Korean government websites while the Educator's Guide to the Early 
Years Learning Framework for Australia was retrieved from the Department of 
Education and Training website and the Queensland Government’s Education and 
Training website. Other literature and relevant documents were retrieved from the 
Queensland University of Technology Library Catalogue and other Internet sources 
(e.g., Google Scholar).  
 
Each curriculum document consists of four sections. The Nuri has: Direction in 
curriculum organisation, Practice and pedagogy, Purpose and goal, and Five learning 
areas. The EYLF includes: Vision for children’s learning, pedagogy, Principles and 
practice, and Five learning areas. I chose and then analysed just one section of each 
document, the Five learning areas (137 statements) in the Nuri, and the Five learning 
outcomes (161 statements) in the EYLF. These were chosen because these sections 
include the specific learning content for children that guides what should be learnt. 
Thus, I believed it would be beneficial/best to analyse these particular sections in 
order to identify how the two curriculum documents represent sustainability and EfS, 
given the constraints of time allotted to a Masters research program. 
 
In addition, both curriculum documents cover children ages ranged up to five-year-
old (the Nuri: three to five and the EYLF: birth to five).  I analysed the content for 
older children of both documents that more explicitly address what should be learnt 
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for young children (learning areas, learning outcomes) about/for sustainability rather 
than focusing on the earlier ages. In addition, it enabled the two documents to be 
aligned. With this focus, I was able to find 137 specific statements (Appendix A) in 
the five learning areas within the Korean Nuri, and 161 statements (Appendix B) in 
the five learning outcomes within Australian EYLF. It is important to note that the 
Nuri is not available in English. To overcome this, for the translation of the Nuri into 
English, I and one of my supervisors, Dr Dreamson, who has a Korean ethnic 
background and is a professionally experienced translator, worked together to 
confirm whether the translated meanings of each statement in the Nuri were clearly 
delivered. 
 
3.2.2 Data analysis 
The following sections are in three areas: Construction of the critical document 
analysis (CDA) research tool, the processes of CDA, and a preliminary analysis of 
the two curriculum documents using CDA.   
 
Construction of research tool 
First, I created a tool for analysis that focuses on the concept of sustainability and 
considered what principles of EfS need to be included within it, especially for young 
children. The idea of constructing a specific research tool for this study is based on 
the work of Ärlemalm-Hagsér & Davis (2014) in their research paper, which applied 
a similar method to their analysis of the Swedish ECE curriculum document and the 
Australian EYLF, where they were also examining the construction of sustainability 
and EfS between the two curriculum documents. As part of the process of document 
analysis, these researchers identified four dimensions which emerged from their 
ontological understandings about sustainability and young children based on their 
experiences in this field, and with well-developed knowledge of the scholarly 
literature in EfS and ECEfS. The four dimensions are Inclusion of concepts of 
sustainability, Recognising our place in nature and environmental stewardship, 
Critical thinking for sustainability, and Children as active participants of change. 
However, the focus of this study is different from my study. My study sought to 
identify how the two curriculum documents’ represented sustainability and ECEfS 
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principles, while the study conducted by Ärlemalm-Hagsér and Davis (2014) focused 
more on whether or not sustainability and particular EfS principles - such as critical 
thinking and children as active participants - were included. For this reason, while I 
used a similar approach, I created new dimensions for my study, which were 
concepts developed from my literature review. 
 
The tool in this study contains three concepts which were chosen from the literature 
review. Most literature relevant to ECEfS stresses these three topics: the concept of 
sustainability itself, children as agents of change for sustainability (both used by 
Ärlemalm-Hagsér and Davis), and learning for sustainability within the everyday 
lives of young children. Thus, these three topics are included in the tool as primary 
concepts of sustainability and EfS in early childhood education. Each concept has its 
own set of dimensions (Figure 3.5) and details of this will be described.  
 
Figure 3.5 The three concepts about the concept of sustainability and EFS principles 
and their related dimensions used in this study 
 
 
Sustainability and EfS 
within ECE 
curriculum document 
Concept 1: 
The concept of 
sustainability  
  
 
3 Dimensions 
A: Environmental 
B: Economic 
C: Social 
 
 
 
Concepts 2: 
Children as agents of 
change for 
sustainability 
5 Dimensions 
A: Belonging 
B: Wellbeing 
C: Exploration 
D: Communication 
E: Contribution 
Concept 3: 
Sustainability in young 
children's everyday 
lives 
5 Dimensions 
A: Home 
B: Childcare Centre 
C: Community 
D: Nature 
E: Outdoors 
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Concept 1: The Concept of Sustainability 
In the analytical tool developed for this study, Concept 1 consists of three 
dimensions and their aspects which are shown in Figure 3.6. The three dimensions 
(environmental, economic and social) and aspects of each are generated by three 
references: eleven issues (Table 3.1) of EfS proposed by UNESCO (2014a), seven 
characteristics of EfS (Table 2.3) in the Icelandic study (Jóhannesson et al., 2011), 
and three dimensions and 18 categories of sustainability (Table 2.2) in the Korean 
study (Yoo et al., 2013b). First, I excluded one of the eleven issues, ‘sustainable 
lifestyles’, which is too broad and seems to be a goal of EfS. Second, some of the 
sub-areas in the Korean study, for example, the reunification of North Korea and 
South Korea, and reducing the gap between urban and rural areas, were seen as 
specific issues that occurred in Korean society, and were thus also removed. Third, 
the seven characteristics of the Icelandic study were merged into three dimensions: 
“(1) Indications of values, opinions and feelings about nature and environment, (2) 
Identification of knowledge contributing to a sensible use of nature, (3) Statements 
about welfare and public health, (4) Indications of democracy, participation and 
action competence, (5) Recognition of equality and multicultural issues, (6) 
Indications of awareness and understanding of global issues, and (7) References to 
economic development and future prospects”.  
 
Table 3.1  
 
Eleven issues of EfS proposed by UNESCO 
 (adapted from: UNECSO website, 2014) 
 Biodiversity 
 Climate change education 
 Disaster risk reduction  
 Cultural diversity 
 Poverty reduction 
 Gender equality  
 Health promotion  
 Sustainable lifestyles  
 Peace and human security  
 Water  
 Sustainable urbanisation 
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Figure 3.6 Tool for ‘the concept of sustainability’ 
 
 
Concept 2: Children as Agents of Change for Sustainability 
The second concept has five dimensions: belonging, wellbeing, exploration, 
communication, and contribution. In Bruner's (1996) general definition of agency, 
Hart's (1997) highest rungs of the participation ladder, and Mackey's (2014) five 
strands derived from the Te Whariki EC curriculum, the meaning of children as 
agents of change for sustainability can be said to be children being aware of issues, 
solving problems, making decisions, taking action, sharing with others, and actively 
participating in EfS. These meanings were used in my analytic tool within the five 
strands. 
 
For the second concept, I developed my tool by using the five strands of the New 
Zealand early childhood curriculum document, Te Whariki (New Zealand Ministry of 
Education, 1996): belonging, wellbeing, exploring, communication, and contribution. 
Concept 1: 
The concept of 
sustainability 
Dimension A: 
Environmental 
6 Aspects  
  A-1. Natural  
           resources 
  A-2. Climate change 
  A-3. Biological   
          diversity 
  A-4. Environmental   
          problems 
  A-5. Disaster risk  
  A-6. Sustainable  
          community 
Dimension B: 
Economic 
5 Aspects 
 B-1. Responsibilities  
         of organisations   
         and corporations  
 B-2. Market economy  
 B-3. Production and   
         consumption  
B-4. Conservation of re 
        sources 
 B-5. Poverty 
 
Dimension C: 
Social 
8 Aspects 
  C-1. Human rights 
  C-2. Peace and  
          security 
  C-3. Social justice 
  C-4. Cultural   
          diversity 
  C-5. Health and food 
  C-6. Democracy 
  C-7. Gender equality 
  C-8. Poverty 
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These five strands are from the ecological theoretical model of Bronfenbrenner 
(2005), where children are seen as being at the centre of the environmental context, 
while also recognising that children have an impact on the environment (Mackey, 
2014). The strands also align with Dewey’s (1997) theory which focused on socially 
active and constructive learning. Dewey stressed that education should not be a 
matter of passive absorption or being told, but rather education should be an active 
and constructive processes within social contexts. In this context, awareness of issues, 
solving problems, making decisions, taking action, sharing with others, and actively 
participating, are involved in the five strands. The following Figure (3.7) shows the 
tool for concept 2. 
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Figure 3.7 Tool for the view 'children as agents of change' 
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Dimension A: 
Belonging 
 
 
 
 
4 Aspects 
1. What places or groups are represented or not  as 
the places where children live?  
2. What does the two curriculum documents ask 
children about their places? 
3. How are children viewed in developing a sense 
of belonging? 
4. How are these related to EfS?  
 
 
 
 
Dimension B: 
Wellbeing 
4 Aspects 
1. How do children respond to themselves and to 
others? 
2. How do children shape and maintain 
relationships with others? 
3. How are children viewed in understanding of 
how to be caring of others? 
4. How are these related to EfS? 
Dimension C: 
Exploration 
4 Aspects 
1. What do children explore? 
2. How do children explore? 
3. How are children viewed in exploring and 
responding to problems? 
4. How are these related to EfS? 
Dimension D: 
Communication 
5 Aspects 
1. What do children express? 
2. For what purposes do children express? 
3. How do children express? 
4. How are children viewed in communication? 
5. How are these related to EfS?4 
Dimension E: 
Contribution 
 
 
4 Aspects 
1. What do children contribute? 
2. How do children contribute? 
3. How are children viewed in contribution? 
4. How are these related to EfS? 
 
 
78  
Concept 3: Sustainability in Young Children’s Everyday Lives  
The third concept has five dimensions: home, childcare centre, community, nature, 
and outdoors. The five dimensions emerged from five studies. The two Korean case 
studies and an Australian project (Ji & Stuhmcke, 2014; Ji, 2015) demonstrated 
children’s sustainability learning can have an impact on their community. This view 
is from Frobel’s pedagogical theory that children’s learning experiences are started 
from home, school, and community. Also, the two studies conducted by Elliott 
(2014), and Barratt et al. (2014) showed the importance of natural and outdoor play 
in ECEfS. They considered natural play as the essential foundation for EfS in the 
early years, and Barratt et al. (2014) defined natural and outdoor play as free play 
experience in the natural environment where the environment stimulates the child to 
think and behave, as opposed to structured play where adults direct the activity.  
 
This study considered ‘ECEfS in everyday lives’ with respect to learning within 
family, education setting, community, nature play (e.g., garden and forest) and 
outdoor play (e.g., playground). This means that EfS of young children should be 
connected with their home, childcare centre, local community, and nature. In 
addition, curriculum document content for ECEfS should be fully integrated into the 
program, and practices promoting sustainable living need to become an everyday 
part of children’s lives. Figure 3.8 is the tool for concept 3. 
 
 
 
Figure 3.8 Tool for the idea 'sustainability in young children’s everyday lives' 
 
Concept 3: 
Sustainability in young 
children's everyday lives 
Dimension A: 
Home 
Dimension B:    
Childcare 
Centre 
Dimension C: 
Community 
Dimension D: 
Nature 
Dimension E: 
Outdoors 
2 Aspects 
1. Does the two curricula state the terms/places relevant to the five dimensions? 
2. Do the terms and places indicate EfS? 
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The research tool consists of all the concepts, dimensions and aspects (Appendix H).  
Each concept has its dimensions that each contains its own aspects. Specifically, 
Concept 1: the concept of sustainability has three dimensions (environmental, 
economic, and social) and each dimension contains its own aspects that are well 
acknowledged in the sustainability literature. For Concept 2: children as agents of 
change for sustainability, consists of five dimensions (belonging, wellbeing, 
exploration, communication and contribution) with relevant aspects drawn from the 
EYLF. Concept 3: Sustainability in young children’s everyday lives involves five 
dimensions (home, childcare, community, nature and outdoor) and each dimension 
has two same aspects. Concept 1 is about the 'concept' of sustainability with each 
dimension having defined, but overlapping meanings, while each of concept 2's five 
dimensions is about a 'value', the meanings of which are perhaps more subjective. 
Thus, for Concept 2, I have provided clarifying questions for each dimension to 
enable analysis with clearer meanings. Concept 3 has only two aspects because this 
concept is about 'place' that is somewhat easier to analyse than a ‘value’. To sum up, 
each concept has different dimensions and aspects. For this reason, each concept’s 
analysis steps are different. Details of the steps are outlined in chapter 6.      
 
The processes of critical document analysis 
With this three-stage framework: Description (text analysis), Interpretation 
(processing analysis) and Explanation (socio-cultural analysis) which was developed 
from Fairclough’s dimensions of discourse and discourse analysis (1992), I now 
explain how the two curricula were analysed. 
 
Stage 1: Description (Text Analysis) 
This critical document analysis begins with analysis of text. Specifically, 137 
statements within the five learning areas in the Korean Nuri curriculum document 
and 161 statements in the five learning outcomes in the Australian EYLF were 
analysed. The first stage of the framework, therefore, is understanding the meaning 
of the text in both Korean and Australian curriculum documents. For each statement, 
I underlined key words, listed main ideas and identified which concepts were 
80  
involved. Through this stage, I aimed to provide answers to the following three 
questions:   
 
- What are they saying relevant to sustainability and EfS?  
- What are the terms or language used in the document regarding EfS?  
- How are these related to EfS, especially within the three concepts?  
 
Stage 2: Interpretation (Processing analysis) 
Fairclough (1992) refers to the second stage of critical discourse analysis as 
discourse-as-discursive-practice (Blommaert & Bulcaen, 2000). In terms of critical 
document analysis, approaching discourse-as-discursive-practice means that in 
analysing words, text intention, and the main ideas of each sentence in the 
curriculum, the concept of sustainability and EfS can be developed and interpreted 
within the three categories. Through this work, I have been able to provide answers 
to the following five questions:   
 
- How is the concept of sustainability embedded? 
- How are the children viewed?  
- How are learning and teaching constructed in the text? 
- What is excluded, silent or marginalised in the text? 
- How different are South Korean and Australian EfS within their curriculum?  
 
Stage 3: Explanation (Socio-cultural analysis) 
In the last stage of this analytic framework, the relationships between the text and 
social/cultural contexts were examined. I focused on the context of each country’s 
curriculum document and how ECEfS is enacted. For example, the representation of 
Korea as having a largely monistic and collectivistic culture and Australia having a 
largely dualistic and individualistic culture offers a way to account for each country's 
different contexts which are likely to influence the construction of their different 
curriculum document content and orientation. Indeed, these different social and 
cultural factors can be found through analysing the findings of the second stage of 
this comparative document analysis. For example, in relation to the environmental 
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dimension of Concept 1, because the Nuri tends to focus on nature through exploring 
natural resources, phenomena, and characteristics, it can be assumed that this is 
influenced by the way in which this monistic culture views nature. In a monistic 
culture, nature is considered as a whole which involves all aspects of this world. This 
means that in this type of culture, humans are seen as an integral part of nature. For 
this reason, it can be assumed that the Nuri has a tendency to concentrate on children 
in nature rather than the human development aspects of nature, or changes in nature. 
On the other hand, the EYLF that has emerged from a mainly dualistic, 
individualistic culture focuses more on natural and constructed environments, and the 
relationships between environment and humans. This can be related to the 
dimensions of the Australian dualistic culture, discussed in chapter 1, which tends to 
hold the view that the world consists of binary components.           
 
Through this level of analytic work in stage 3, I sought to provide answers to the 
following three questions:   
 
- What are the social factors, including policy, which influence the text?  
- What perspectives or issues are involved in social elements? 
- How are the social context and document's text related?  
 
The questions for each stage were thoughtfully developed in accordance with the 
study objectives and the nature of critical document analysis addressed by Fairclough 
(2001), Maguire, Braun, Hoskins, and Ball (2011), Hsieh and Shannon (2005), and 
Ozga (1999) who particularly focus on critical discourse/document analysis of policy 
documents.  
 
3.2.3 A preliminary analysis using critical document analysis 
The tools created assisted in investigating how the understandings of sustainability 
and EfS are reflected in their curriculum documents. I compared and contrasted the 
Nuri and the EYLF to identify how the two documents represent the concept of 
sustainability and EfS, focusing on the three main concepts: the concept of 
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sustainability, children as agents of change for sustainability, and sustainability in 
young children’s everyday lives.  
 
In this study, the analytical tool was used not only for identifying if each curriculum 
includes the concept of sustainability and EfS principles for young children, but was 
also used to understand how both documents represent them within the three 
concepts. I recorded in the complete table those statements from each curriculum 
relevant to the concepts under examination, rather than providing simple yes/no 
answers as to whether or not the document makes reference to the ideas under 
scrutiny. An example of this analytic approach is provided here: 
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Table 3.2 
 
Example of Tool Usage of the Concept 1 
Dimensions Aspects Nuri Curriculum 
(South Korea) 
EYLF 
(Australia) 
Environmental Natural resources 
Climate change 
Biological  diversity 
Environmental 
problems 
Disaster risk  
Sustainable community 
 
Children have the 
constant curiosity 
about the natural and 
man-made world 
(Section 5,  p.40) 
 
Children inquire the 
characteristics and 
lifecycles of flora and 
fauna I am interested in  
(Section 5, p.41) 
 
Children understand 
the features of and 
changes in natural 
resources such as 
stone, water, and soil 
(Section 5, p.41) 
Children show growing 
appreciation and care for 
natural and constructed 
environments  
(Outcome 2, p.29) 
 
Children demonstrate an 
increasing knowledge of, and 
respect for natural and 
constructed environments 
(Outcome 2, p.29) 
 
Children develop an 
awareness of the impact of 
human activity on 
environments and the 
interdependence of living 
things  
(Outcome 2, p.29) 
Economic Responsibilities of 
organisations  and 
corporations  
Market economy  
Production and  
consumption  
conservation of  
resources 
Poverty 
Children have interest 
in diverse occupations 
(Section 3, p.35) 
 
Children understand 
how money is used in 
everyday life 
(Section 3, p.35) 
 
 
Social Human rights 
Peace and security 
Social justice 
Cultural diversity 
Health and food 
Democracy 
Gender equality 
Poverty 
Children know safety 
and road rules and 
comply with them 
(Section 1, p.31) 
 
Children understand a 
diversity of family 
structures 
(Section 3, p.35) 
Children demonstrate 
increasing awareness of the 
needs and rights of others 
(Outcome 1, p.22) 
 
Children become aware of 
connections, similarities and 
differences between people 
(Outcome 2, p.27) 
 
3.3 THE LIMITATIONS OF THE STUDY  
The scope of this research investigation concentrated on analysing only two 
countries’ curriculum documents: The South Korean Nuri curriculum document and 
the Australian Early Years Learning Framework, which means it may have limits on 
generalisation in broader contexts. This limitation is also connected with CDA’s 
limitation. The point of critique is CDA’s limitation to ‘small-scale analysis’ 
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(Tabbert, 2015 as cited in Baker at al., 2008, p. 283) because CDA helps to conduct a 
qualitative analysis of texts which is time-consuming, in particular when large data 
analysis is done manually. Had curriculum documents from other countries been 
analysed, different conclusions may have been drawn about understandings of 
inclusive sustainability and EfS. However, the cultural contrast of two countries 
meets the aim of this study, which is to propose an inclusive sustainability concepts 
and EfS.  
 
Another limitation is that as I am a Korean, I might have looked at the two 
curriculum documents within a more deep understanding of Korean social and 
cultural values than Australian ones. This may influence the analysis and 
interpretation of curriculum, which is also related to CDA’s limitation. According to 
Tabbert (2015), the lack of an agreed set of analytic tools bears the danger of a 
biased approach to texts with a prefabricated result in mind picking those bits of the 
text or the analytic tools which prove the assumption. However, I completed my 
Masters coursework in QUT and have worked in a local childcare centre, and this 
study has been supervised by two Australian researchers, which, I believe, has 
minimised our cultural preferences and biases.   
 
3.4 CHAPTER SUMMARY 
This study adopted qualitative, comparative research methods, and uses critical 
document analysis in order to identify how the Korean Nuri early childhood 
curriculum document and the Australian EYLF document represent the concept of 
sustainability and EfS. The data were analysed and compared within three stages of 
analytic process: description (text analysis), interpretation (processing analysis), and 
explanation (sociocultural analysis). This study will contribute new ways of 
understanding regarding the concept of sustainability in ECEfS and curriculum 
documents within culturally different contexts, and these understandings will help to 
develop new perspectives on ECEfS.  
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As already mentioned in this chapter, according to Fairclough (1992), there are three 
stages of critical document analysis. In this thesis, the first two stages of the process 
focus on analysis and interpretation of terms and ideas represented in the statements 
within the Nuri curriculum document and EYLF that related to the three concepts 
created for this investigation as primary elements for ECEfS (Concept 1: the concept 
of sustainability, Concept 2: children as agents of change for sustainability and 
Concept 3: sustainability in young children’s everyday lives). The last stage provides 
a profound/reflective discussion of the outcomes and findings gained from the 
second stages within two countries’ different contexts. The first two stages tend to be 
more analytic in relation to the research questions of this study, while the last stage 
offers an interpretation of the findings with a broader view in a wider context.  
 
In this context, Chapter 4: Description (text analysis) begins by describing what each 
curriculum states relevant to sustainability concepts and EfS principles, the terms and 
ideas that are represented, and how these are related to ECEfS, especially within the 
three concepts. In Chapter 5: Interpretation (processing analysis), the statements and 
results gained from Chapter 4 were reviewed and interpreted by analysing words, 
text intention, and the main ideas of each statement to explain how the concept of 
sustainability is embedded in each curriculum, how children are viewed, how 
learning and teaching are constructed in both curricula, what is excluded or 
marginalised, and how differently EfS is represented in South Korean and Australian 
curriculum documents (Maguire et. al, 2011; Hsieh & Shannon, 2005; Ozga, 1999). 
In Chapter 6: explanation (sociocultural analysis), the results gained from Chapter 5 
were reviewed within each country’s social and cultural context and provided 
proposed sustainability concepts and EfS principles for inclusive understanding of 
sustainability.     
 
Specifically, Chapter 4 and 5 describe results from the critical document analysis of 
the 137 statements (Appendix A) in the five learning areas within the Nuri 
curriculum document and 161 statements (Appendix B) in the five learning outcomes 
within Australian EYLF, using the research tool which includes the three concepts, 
dimensions and aspects (Appendix H). In order for a clear understanding of the 
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meaning and intention of each statement, each country’s guides to their curriculum 
including Korean Guide to Nuri Curriculum (2012) and Australian Educator’s Guide 
to EYLF (2010) were used as a reference.  
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Chapter 4: Stage 1 - Description:                
Text Analyses of the curriculum documents 
The purpose of this chapter is to describe what each early childhood curriculum 
document says relevant to sustainability using the three concepts: the Concept of 
Sustainability, Children as Agents of Change for Sustainability and Sustainability in 
Young Children’s Everyday Lives, and to examine how they are related to ECEfS as 
the analytic lenses. To show the comparisons of the Nuri and the EYLF with critical 
document analysis, this chapter is divided into three areas: 4.1 Nuri curriculum 
document in Korea, 4.2 Early Years Learning Framework (EYLF) in Australia and 
4.3 Comparing the analysis of the Nuri and EYLF curriculum documents. In the first 
section, a table is provided showing how many statements in the Nuri represent 
sustainability concepts and EfS principles within the three concepts and dimensions 
of each concept (Table 4.1). This was demonstrated in two ways, the number of 
statements and the percentage of the total, in table form (Table 4.2). Subsequently, 
details of every dimension of each concept are examined and presented in a table 
which displays the key terms represented in the curriculum statements, and the main 
ideas summarised from the statements relevant to the three concepts. The following 
sections follow with the same structure for the Australian EYLF. 
Table 4.1  
 
Three concepts and dimensions of each concept 
 
 
 
Sustainability 
concepts and EfS 
principles within 
curriculum 
 
Concepts Dimensions 
1.The concept of sustainability  A.         A. Environmental 
• B. Economic 
• C. Social 
2. Children’s agents of change for 
sustainability 
• A. Belonging 
• B. Wellbeing 
• C. Exploration 
• D. Communication 
• E. Contribution 
3. Sustainability in young children’s 
everyday lives 
• A. Home 
• B. Childcare Centre 
• C. Community 
• D. Nature 
• E. Outdoor 
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The statements of each curriculum were analysed in the following four steps:  
1) Identifying each statement's key words relevant to the three concepts, and 
highlighting them 
2) Exploring which concepts and dimensions are related to the key words and ideas 
(Appendix C and Appendix D) 
3) Classifying the statements by the concepts and dimensions (Appendix E and  
    Appendix F) 
4) Arranging the key words and summarising the main ideas   
In text analysis of CDA, what researchers are ultimately looking for are patterns that 
they can use to establish hypotheses about documents at work in society (Hilary, 
1997). In this curriculum document analysis, I was looking for the key terms and 
ideas to identify what content is represented relevant to sustainability and EfS in each 
curriculum document with the ideas then being utilised for the following stages of 
CDA, interpretation and explanation. The following is the basis for Fairclough’s key 
questions for text analysis (2001, pp. 110-111).   
 
1) Lexicalisation 
2) Patterns of transitivity 
3) The use of active and passive voice 
4) The use of nominalisation 
5) The choices of mood 
6) The choices of modality or polarity 
7) The thematic structure of the text 
8) The information focus 
9) The cohesion devices 
 
As the purpose of this stage in this study is to explore what information/ideas are 
included in each curriculum regarding sustainability, I chose to focus on the eight 
point, the information focus. Four steps have been developed from these aspects. In 
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this sense, the above four steps already mentioned of analysis assist to find key terms 
and main ideas in a more specific and systematic way.  
 
Section 4.3 includes not only a discussion of the differences in percentages between 
the South Korean Nuri curriculum document and the Australian EYLF with a line 
graph, but also a description of how the differences can be related to each country’s 
way of understanding and implementing ECEfS. 
 
4.1 NURI CURRICULUM DOCUMENT IN KOREA 
As a result of the analysis of the Nuri curriculum document, exploration (13.9%), 
social dimensions (10.2%), and wellbeing (8.8%) are most represented, while there 
are few or no statements related to economic issues (1.5%) and children’s 
contribution (0%). Each dimension of the third concept has a low percentage, which 
means that the Nuri curriculum has few statements representing young children’s 
learning for sustainability in their everyday lives. Table 4.2 shows the number of 
statements which contain terms or ideas relevant to sustainability concepts and EfS 
principles, and the corresponding percentages.   
 
Table 4.2  
 
The number of statements and percentages relevant to the three concepts in the five 
learning areas within the Nuri curriculum document 
 
Concepts Dimensions Number Percentage 
Concept 1: 
The concept of sustainability 
A. Environmental 9/137 6.6% 
B. Economic 2/137 1.5% 
C. Social 14/137 10.2% 
Concept 2: 
Children as agents of change  
for sustainability 
A. Belonging 6/137 4.4% 
B. Wellbeing 12/137 8.8% 
C. Exploration 19/137 13.9% 
D. Communication 9/137 6.6% 
E. Contribution 0/137 0% 
Concept 3: 
Sustainability in young children’s 
everyday lives 
A. Home 4/137 2.9% 
B. Childcare Centre 8/137 5.8% 
C. Community 5/137 3.6% 
D. Nature 5/137 3.6% 
E. Outdoors 5/137 3.6% 
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4.1.1 Concept 1: The Concept of Sustainability 
It is generally acknowledged in the literature that sustainability has three dimensions: 
environmental, economic, and social that emerged from the UNESCO document, 
United Nations Decade of education for sustainable development (2005-2014) in 
International implementation scheme (2004) and from three previous studies of 
curriculum analysis conducted in South Korea (2013), Iceland (2011), and Sweden 
and Australia (2014).The analysis showed that the percentage of references to the 
social dimension of sustainability is higher in the Korean Nuri curriculum document 
than for the environmental or economic dimensions of sustainability  
 
Dimension A. Environmental 
The nine statements in the Nuri curriculum document that refer to the environmental 
dimension specifically include environmental phenomena and natural resources, for 
example, weather, climate change, stone, water and soil. The following table shows 
the identified key terms used in the Nuri curriculum document and the three main 
ideas regarding the environment.  
 
Table 4.3  
 
The key terms and the main ideas relevant to the environmental dimension in the 
Five learning areas of the Nuri curriculum document 
Key Terms Main Ideas 
Colours, shapes, textures, spaces, nature, constant 
curiosity, natural and man-made world, inquiry, 
characteristics, lifecycles of flora and fauna, shifting, 
regularity, day and night, seasons, environmental 
phenomena, weather, and climatic change,  
Having interest in and understanding the 
natural world 
Heart, take care of living things, good environment, green 
environments, features, changes, natural resources, stone, 
water, and soil 
Understanding of the features of natural 
resources and good environments  
Habits of conserving, take care of living things, nature, 
and natural resources 
Caring for nature and living things 
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Dimension B. Economic 
There are only two statements in the whole of the Nuri that refer to economic terms. 
Table 4.4 provides the two key terms and the two main ideas regarding economic 
dimensions.    
 
Table 4.4  
 
Key terms and the main ideas relevant to the economic dimension in the Five 
learning areas of the Nuri curriculum document 
 
Dimension C. Social 
As Table 4.2 shows, 14 statements in the Nuri represent social issues relevant to 
sustainability. Seven are specifically about safety and rules. First, one of these is 
“children know how to take appropriate actions in emergency such as disasters and 
accidents” (p. 34). Although the statement includes a term (disasters) relevant to the 
Korean environment, it was not included in the environmental section because the 
main idea is children’s safety in the context of a potential disaster. Second, four of 
the statements represent diversity, especially diverse cultures, countries, races and 
family structures, while the rest of the statements mainly represent children’s healthy 
eating habits. The key terms and the main ideas for this dimension are shown in the 
following table. 
 
Table 4.5  
 
Key terms and the main ideas relevant to the social dimension in the Five learning 
areas of the Nuri curriculum document 
Key Terms Main Ideas 
Balanced diet, healthy foods, body, and cherish foods Health and food 
Respect, social and cultural differences, diversity of family 
structures, diverse countries, ethic (race), and culture 
Diversity 
Safe, safety, risks, road rules, TV, the Internet, and 
communication devices,  transport, safely, asking for help, 
abuse, sexual violence, disappearance, kidnapping , emergency, 
disaster, accidents, compliance, and public rules 
Safety and rules 
 
Key Terms Main Ideas 
Diverse occupations Having interest in diverse occupations  
Money Understanding the usage of money 
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4.1.2 Concept 2: Children as Agents of Change for Sustainability  
In the analysis of the second concept related to sustainability and EfS , children as 
agents of change for sustainability, ‘exploration’ has the highest percentage with 
12.4%, while there are few or no statements representing belonging (4.4%) and 
contribution (0%).   
 
Dimension A. Belonging 
In this study, belonging means that children understand themselves and have interest 
in the place where they live and feel they belong. There are five statements which 
include these meanings. Two statements of the five use the word ‘country’, and 
another two use ‘family’ as the term relevant to belonging, rather than society, local 
community or their place. Table 4.6 shows the details about the terms and main 
ideas.  
 
Table 4.6 
 
Key terms and main ideas relevant to belonging in the Five learning areas within the 
Nuri curriculum document 
Key Terms Main Ideas 
Neighbourhood Understanding of neighbourhood 
Meaning of family, value, and family members Understanding of family 
Symbols of our country*, heritage, history, and culture Having interest in our country 
* Directly translated from Korean Nuri curriculum document 
 
Dimension B. Wellbeing 
In this section, 12 statements contain words about children’s wellbeing relevant to 
sustainability. Seven of the statements focus on consideration of others’ emotion and 
feelings (five statements), and nature (two statements). Key terms and main ideas are 
provided in Table 4.7.  
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Table 4.7  
 
Key terms and main ideas relevant to wellbeing in the Five learning areas within the 
Nuri curriculum document 
Key Terms Main Ideas 
Understand, myself, cherish, be aware, my emotion, and 
express 
Awareness and expression of 
myself 
Consideration, one’s thoughts, feelings, others’ emotion, 
sympathy, helping, consideration, positive behaviour, and 
politeness 
Consideration of others 
Conserving, nature, natural resources, heart, take care, and 
living things 
Consideration of nature 
Harmony, resolve, conflicts, and positive way Relationships with others 
 
Dimension C. Exploration 
Terms relevant to exploration are represented by 19 statements of the 137 (13.9%) in 
the Nuri curriculum document, which is the highest of all dimensions. These are 
summarised in five main ideas shown in Table 4.8. Ten statements represent 
children’s inquiry and exploration of objects and materials around them (eight 
statements), and nature (two statements). In addition, other statements include details 
of how children can collect information and the skills they use in the process of 
exploration. 
   
Table 4.8 
 
Key terms and main ideas relevant to exploration in the Five learning areas within 
the Nuri curriculum document 
Key Terms Main Ideas 
Enjoy, participate, inquiring process, and cooperate Participating and cooperating 
Question, curiosity, looking for, wondering,  curious 
thing, find, frequency, surroundings, predict, inquire, 
characteristics, objects, materials, investigate, 
similarities, differences, relationship, and parts and 
whole 
Inquiring and exploring around me 
Explore, colours, shape, textures, spaces, inquire, 
characteristics, lifecycles, flora, and fauna 
Exploring of nature 
Collect, information, data, re-classify, and different 
criterion 
Collecting data and classifying  
Utilise, inquiring skills, searching, observing, 
comparing, estimating, solving problems, object, 
different directions, compare, and differences 
Inquiring skills for solving problems 
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Dimension D. Communication 
The topic of communication is represented in nine statements in the Nuri curriculum 
document. There are four statements about the expression of children’s thoughts and 
experiences, while three are about self-expression. Only one sentence includes the 
idea that children communicate with others. Key terms and main ideas are shown in 
Table 4.9.  
 
Table 4.9  
 
Key terms and main ideas relevant to communication in the Five learning areas 
within the Nuri curriculum document 
Key Terms Main Ideas 
Express, speak out, feelings, thoughts, and experiences Expressing feelings and thoughts 
Discuss Discussing with others 
 
Dimension E. Contribution 
There is no statement in the Nuri that uses the term ‘contribution’ directly among its 
137 statements.  
 
4.1.3 Concept 3: Sustainability in Young Children’s Everyday Lives 
In the Nuri curriculum document, there are few terms relevant to children’s learning 
for sustainability in their everyday lives. Four statements are commonly included in 
each dimension because they use the terms that show how children’s learning 
operates in their everyday lives. The following table (4.10) provides key terms in 
relation to each dimension. 
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Table 4.10  
Key terms relevant to young children’s EfS in their everyday lives in the Five 
learning areas within the Nuri curriculum document 
Dimensions Key Terms 
Home Everyday activities, everyday life, and daily life 
Childcare Centre Everyday activities, everyday life, friends, teachers, acquaintances, and 
daily life 
Community Everyday activities, everyday life, elders, and daily life 
Nature Everyday activities, everyday life, nature, and daily life 
Outdoor Everyday activities, everyday life, and daily life 
 
Overall, the Nuri curriculum represents key words and ideas relevant to sustainability 
and EfS, especially the dimensions of the second concept (children as agents of 
change for sustainability), which seem to be slightly more represented than other 
dimensions of the other two concepts. The following section will outline the 
inclusion of sustainability and EfS within the Australian ECE curriculum, EYLF.    
 
4.2 EARLY YEARS LEARNING FRAMEWORK IN AUSTRALIA 
This section relates to the analysis of the Australian EYLF and follows a similar 
pattern to that of the Korean Nuri curriculum document. In summary, in the EYLF, 
the second concept, children as agents of change, became a significantly higher 
percentage than the other two ones. In particular, exploration (19.9%), wellbeing 
(11.8%), and communication (9.9%) are represented in relatively many statements in 
EYLF, while the economic dimension of children’s daily learning are rarely 
represented. The following table is the result of how much each dimension is 
included in the five learning outcomes of EYLF.  
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Table 4.11  
 
The number of statements and percentage relevant to the three concepts in the Five 
learning outcomes of EYLF 
 
 
 
 
 
 
 
 
 
 
In the third concept, sustainability in young children’s everyday lives, there are not 
many statements in the EYLF that represent home, childcare centre, community, 
nature and outdoors. Significantly, as seen in in the third concept of the table, each 
dimension has two different values; the numbers in parentheses are the result of the 
case that the term ‘play’ was found in 15 statements. Play-based learning is strongly 
connected with children’s daily activities (Hedegaard & Fleer, 2013) and this means 
that the term can also be included in this concept, although the term does not 
explicitly indicate either place or space where children’s learning occurs.  
 
4.2.1 Concept 1: The Concept of Sustainability 
In EYLF, six statements represent the environmental dimension and 11 statements 
use terms relevant to the social dimension of sustainability. References to the 
economic dimension were not found in EYLF. Therefore, in this section, the 
environmental and social dimensions only are addressed.  
 
Dimension A. Environmental 
The six statements relevant to the environmental dimension of sustainability are 
summarised into three main ideas. The following table (4.12) shows the analysis 
results. 
Concepts Dimensions Number Percentage 
Concept 1: 
The concept of sustainability 
Environmental 6/161 3.7% 
Economic 0/161 0.0% 
Social 11/161 6.8% 
Concept 2: 
Children as agents of change  
for sustainability 
Belonging 11/161 6.8% 
Wellbeing 19/161 11.8% 
Exploration 32/161 19.9% 
Communication 16/161 9.9% 
Contribution 10/161 6.2% 
Concept 3: 
Sustainability in young 
children’s everyday lives 
Home 3(18)/161 1.9(11.2)% 
Childcare Centre 8(23)/161 5.0(14.3)% 
Community 4(19)/161 2.5(11.8)% 
Nature 1(16)/161 0.6(9.9)% 
Outdoors 1(16)/161 0.6(9.9)% 
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Table 4.12  
 
Key terms and the main ideas relevant to the environmental dimension in the Five 
learning outcomes of EYLF 
Key Terms Main Ideas 
Knowledge, land, people, plants, animal, living 
things, and non-living things  
Knowledge of natural environment 
Respect, appreciation, and care  Respect for natural environment 
Awareness, impact , human activities, relationships, 
predictions, and aspects of the natural world 
Awareness of the impact of human activity 
 
Dimension C. Social 
There are 11 statements in the EYLF that include the social dimension of 
sustainability, with six of these representing diversity and understanding of 
similarities and differences between people. Table 4.13 shows the four main ideas 
and what terms are used in the curriculum document regarding this dimension. 
 
Table 4.13  
 
Key terms and the main ideas relevant to the social dimension in the Five learning 
outcomes of EYLF 
 Key Terms  Main Ideas 
Needs, rights, children’s capabilities, independence, 
others’ ideas, and respect 
Awareness of the needs and rights of others 
Diversity, culture, heritage, background, background, 
tradition, similarities, differences, and between 
people 
Exploration of diversity  of culture 
Fair, unfair, and behaviour  Thoughts about fair and unfair behaviour 
Healthy lifestyles, good nutrition, hygiene, care, and 
safety  
Awareness of  healthy lifestyles 
 
4.2.2 Concept 2: Sustainability in Young Children’s Everyday Lives  
Most dimensions in this second concept are in the higher percentages; in particular, 
‘exploration’ has the highest percentage with 19.9%, followed by wellbeing (11.8%) 
and communication (9.9%), while belonging (6.8%) and contribution (6.2%) are 
represented with a lower percentage.   
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Dimension A. Belonging 
Eleven statements in the EYLF show ideas and terms relevant to the belonging 
dimension. Belonging relates to children becoming interested in the place where they 
live and feel they belong (Mackay, 2014). The terms ‘community’, ‘their 
environment’ or ‘the world’ are used in eight statements with reference to the place 
where children live and two statements contain the word ‘belonging’ directly. 
Culture, history, landscape and social issues of community influence children’s 
feelings of belonging. In this sense, two statements related to children’s development 
of cultural and social heritage were chosen for this dimension. The 11 statements are 
summarised in the three ideas (Table 4.14).  
 
Table 4.14  
 
Key terms and the main ideas relevant to the belonging dimension in the Five 
learning outcomes of EYLF 
Key Terms Main Ideas 
wonder, interest, social and physical environment  Having interest in their world 
explore, engage, develop, strong foundation, culture, 
language, family, community, social and cultural heritage, 
elders and community members, understanding of the world 
where they live, other ways of being, own social experience  
Exploration of their world 
sense, respond, feeling of belonging, relationships,  being part 
of a group, recognise, a right of belonging, many communities   
Feeling of belonging 
 
Dimension B. Wellbeing 
Terms and ideas relevant to the wellbeing dimension are evidenced in the 19 
statements in the EYLF. Ten terms refer to being considerate, three to respect of 
others, and one to nature. Five statements address relationships and connections 
between people, especially related to their feelings, perspectives, and identities. The 
19 statements are arranged in four main ideas and the following table (4.15) presents 
these ideas along with the relevant key terms.  
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Table 4.15  
 
Key terms and the main ideas relevant to the wellbeing dimension in the Five 
learning outcomes of EYLF 
Key Terms Main Ideas 
Secure attachment, more familiar, respectful, trusting 
relationships, trusted, recognised, respected, happy, 
healthy, safe, and connected  
Building secure attachment with others 
Aspects of identity, different identities, reflection, 
actions, unfairness, bias, compassion, kindness, 
manage, emotions, orient themselves, and confidence  
Expressing themselves and reflecting 
Empathy, concern for others, respect, others’ 
perspectives, consider, read others’ behaviours, 
respond appropriately, positively, company, 
friendship, react, positive ways, appreciation, care for 
natural environment, feelings and needs of others, 
connections and wellbeing  
Considering others 
Appreciation, care, and natural environment Caring for nature 
 
 
Dimension C. Exploration 
In the EYLF, terms and ideas regarding the exploration dimension are represented 
within 32 statements, the highest number in this result, particularly due to the 
frequency of the term ‘explore’. As a result of analysis of the statements, the four 
main ideas appeared in the form of a question as shown in the following table.   
 
Table 4.16  
 
Key terms and the main ideas relevant to the exploration dimension in the Five 
learning outcomes of EYLF 
Key Terms Main Ideas 
Curious, enthusiastic participants, creative and confident  Children are who? 
Co-operate, cope with, persist, take action, investigate, imagine, 
participate in, explore, infer, predict, hypothesise, seek out, accept, 
engage, solve, observe, adapt and use  
Children explore how? 
Inquiry-based experiences, variety of thinking strategies, play, 
imagination, creativity and feedback 
Children explore with what? 
New challenges, discoveries, considered risk, unexpected, new safe 
situations, relationships between living things and non-living 
things, land, plants, people, animals, human activities, rights, 
concern, new ideas, diversity and unfair behaviour, connections, 
problems, and tasks 
Children explore what? 
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Dimension D. Communication 
There are the 16 statements that have terms and ideas relevant to the communication 
dimension. They are about children’s self-expression and communication with 
others. In the statements related to self-expression, three terms such as express, ideas, 
and convey are usually used, while in relation to communication, the terms 
communicate, interaction, and negotiating are used repeatedly (See the following 
table). 
 
Table 4.17  
 
Key terms and the main ideas relevant to the communication dimension in the Five 
learning outcomes of EYLF 
Key Terms Main Ideas 
Express, feelings, ideas, emotions, thoughts, views, opinion, 
wonder, and interest 
Expressing feelings and ideas 
Communicate,  interact, share, exchange, interactions, 
conversations, respond, negotiate, convey, construct 
messages, achieving coexistence, decision-making, and 
independent communicators 
Communicating with others 
 
Dimension E. Contribution 
In the EYLF, words relevant to children’s contribution to their world are represented 
in 10 statements. These can be summarised into four main ideas (presented in Table 
4.18). In particular, the terms, contribution or contribute were used in nine 
statements, and is linked to group work, group projects or shared experiences.  
 
Table 4.18  
 
Key terms and the main ideas relevant to the contribution dimension in the Five 
learning outcomes within EYLF 
Key Terms Main Ideas 
Shared play experiences, fair decision-making, group 
outcomes, and shared projects 
Contributing to group work and decision-
making 
Own ideas, feedback and experiences Using ideas and experiences 
Celebrate achievements, benefits, and pleasures  Experiencing achievements from 
contribution 
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4.2.3 Concept 3: Sustainability in Young Children’s Everyday Lives 
As already shown in Table 4.11, few statements in the EYLF are relevant to young 
children’s learning about sustainability in their everyday lives. One statement is 
common to each of the five dimensions because it uses the term ‘daily activities’. 
The following table (4.19) shows the key terms relevant to each dimension used in 
the five learning outcomes.  
 
Table 4.19  
 
Key terms relevant to young children’s EfS in the concept of everyday lives in the five 
learning outcomes of EYLF 
Dimensions  Key Terms 
Home Family, elders, and daily activities 
Childcare Centre Educators, other children, and daily activities 
Community Community, community member, and daily activities 
Nature Daily activities 
Outdoors Daily activities 
 
To sum up, the EYLF represents the five dimensions of the second concept (children 
as agents of change for sustainability) with considerably higher percentages than the 
other two concepts. In particular, the third concept (sustainability in young children’s 
everyday lives) is rarely represented in the Australian ECE curriculum. The 
following section will compare the results of analyses of the Nuri curriculum and 
EYLF with a line graph.   
 
4.3 COMPARING THE ANALYSES OF THE NURI AND EYLF 
In this first stage of critical document analysis, 137 statements in the Nuri and 161 
statements in the EYLF were analysed to identify how these two curriculum 
documents address ideas relevant to sustainability: the concept of sustainability itself, 
children as agents of change for sustainability, and sustainability in young children’s 
everyday lives. The results demonstrate some similarities and differences between 
the Korean and Australian curriculum documents. As shown in Figure 4.1, both 
countries have a higher percentage of statements related to the second concept 
(children as agents of change for sustainability), especially the exploration 
102  
dimension, whereas the Nuri’s related percentages to the second concepts is 
relatively low compared with the EYLF and the EYLF focuses considerably more on 
children’s wellbeing, exploration, and communication. This suggests that the key 
ideas underpinning Australian ECEfS might be considered as self-expression, self-
confidence, collaboration, and cooperation. On the other hand, the Nuri’s 
percentages with respect for the other two concepts (the concept of sustainability and 
sustainability in young children’s everyday lives) are slightly higher than EYLF’s. In 
the Nuri, this means that the ideas relevant to the three concepts tend to be 
represented more equally across the document. Yet even though the Nuri shows a 
high percentage of reference to the two concepts (the first and third ones), the 
average of the three concepts’ percentages is lower than that in EYLF. In other 
words, the EYLF reflects sustainability more in line with the three proposed concepts 
than that of the Nuri. Overall, both countries’ documents have a low percentage of 
each concept overall as shown in Figure 4.1 below.  
 
 
Figure 4.1 The percentage of inclusion of sustainability within South Korean and 
Australian curriculum documents 
 
Although the figure indicates that both countries’ curriculum documents have low 
rates in reflecting the concept of sustainability and addressing EfS, it is difficult to 
judge to what extent each qualitatively addresses the sustainability and EfS. Such a 
judgement can only be made after the completion of the stages 2 and 3 of CDA that 
appear in the next chapters.  
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With these quantitative text analysis results of the stage 1 of CDA, we can tentatively 
conclude with the following three points. First, both countries’ curriculum 
documents tend to highlight the second concept, children as agent of change, 
although the relevance rates (each dimension’s percentages) are low. This means that 
the two countries’ documents share a view of children as active learners, yet seeing 
that much lower rates in the first and third concepts, their approach to the second 
concept would remain abstract. Second, the lower rates on the first and third concepts 
could also imply that their approach to the second concept would be either shaped at 
an introductory level or under developing. Third, synthetically, each concept of the 
sustainability and for EfS seems not to be holistically considered and reflected in the 
curriculum documents.   
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Chapter 5: Stage 2 - Interpretation: 
Processing Analyses of the Curriculum 
documents 
 
The previous chapter (the first stage of critical document analysis: Description) 
reported on the analysis of the 137 statements in the Nuri curriculum document and 
161 statements in EYLF, using the three key concepts and their relevant dimensions 
as the basis of analysis. In this chapter, the results of the second stage of CDA are 
reported on. The aim of this second stage is to re-analyse and interpret each 
statement, focusing on the key terms and main ideas gained from the previous 
chapter. This interpretation processing assists in providing answers to the main 
question driving this study – How are sustainability concepts and EfS principles 
represented within the South Korean and Australian early childhood education 
curriculum frameworks?  
 
This chapter has the four sections. The first three match to sections developed in the 
previous chapter: 5.1 Concept 1: The concept of sustainability, 5.2 Concept 2: 
Children as agents of change for sustainability, 5.3 Concept 3: Sustainability in 
young children’s everyday lives, while 5.4 is a comparison between Nuri and EYLF. 
The first section describes how and to what extent the concept of sustainability is 
embedded in the two documents. The second section is to outline how the view of 
children as agents of change for sustainability is represented in each document. The 
third section examines whether sustainability as an everyday feature of young 
children’s lives is reflected in the two curriculum documents. The comparison 
between Nuri and EYLF of the stage 2 analyses is implemented in the last section.   
 
In this second stage of CDA, each key concept under examination (section 5.1, 5.2, 
5.3) has its own analysis steps created with consideration of the features of this stage. 
In CDA, critique in this interpretation stage means pointing to any 
misrepresentations or cognitive problems within the text, in this study, the statements 
of two curriculum documents (O'Halloran, 2011b as cited in Chouliaraki & 
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Fairclough, 1999). This may signify that some critical information is absent from a 
particular text, which leads the reader to be either misled or not fully 
apprised/explained of the most relevant facts (O'Halloran, 2011b). In this study, the 
significant information could be ‘topics’ represented in each curriculum document 
and its pattern, and by analysing and interpreting the topics and patterns, we begin to 
understand and perhaps make some assumptions about each country’ understandings 
of sustainability. In addition, by comparing not only between two documents’ 
representation but also between the representation and current ideas about 
sustainability, we may be able to identify whether or how EfS is ‘marginalised or 
seemed as a ‘requirement’ in ECE. This stage also seeks to show how social and 
cultural contexts and power relations might shape the interpretation of a text 
(Fairclough, 2001, 2013; O'Halloran, 2011a). For this reason, after interpretation, the 
end of the analysis step asks the researcher to explore social and cultural factors that 
might be related to the topic. This step of analysis was developed based on these 
aspects, yet each concept’s analysis steps are slightly different according to the 
different focus/value.  
 
5.1 CONCEPT 1: THE CONCEPT OF SUSTAINABILITY 
In the first stage of critical document analysis, curriculum statements were identified 
relevant to Concept 1 and were then classified according to their three dimensions 
(the full results are available at Appendix G). This second stage of CDA analysis 
answers to the question - To what extent is the concept of sustainability embedded 
into the Nuri curriculum document and EYLF?  
 
Concept 1: The Concept of Sustainability consists of three dimensions 
(Environmental, Economic and Social). The statements of both curriculum 
documents were analysed in the following six steps: 
 
1)  Identifying each statement's key words and ideas in each dimension 
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2) Analysing the words and ideas, focusing on the question - What topics are 
represented in the two documents in relation to the three concepts and 
dimensions? 
3) Classifying the topics  
4) Analysing and interpreting the topics  
5) Exploring which aspects of each dimension are linked to the topics 
6) Identifying what social and cultural factors can be related to the topics 
 
5.1.1 Dimension A. Environmental 
Nuri curriculum document 
In the Nuri, six topics were identified. Four (topic 1, 2, 3 and 4) of these related to 
the four aspects of this dimension and the other two (topic 5 and 6) do not belong to 
any aspects. In addition, two environmental aspects (A-5 and A-6) are excluded in 
the Nuri topics shown in Table 5.1.  
 
Table 5.1  
 
A comparative analysis of the Nuri curriculum document with the Environmental 
aspects 
Concept 1  
Dimension A 
Environmental  
Nuri curriculum document topics Environmental aspects 
Matched 
1. Understanding the features of natural 
resources 
2. Being interested in ecological 
phenomena 
3. Exploring the characteristics and 
lifecycles of flora and fauna 
4. Understanding the nature-friendly 
environment 
A-1. Natural resources 
A-2. Climate change 
A-3. Biological diversity 
A-4. Environmental problems 
Mismatched 
5. Having the constant curiosity about 
nature 
6. Having the heart and habits of caring for 
nature 
A-5. Disaster risk  
A-6. Sustainable 
community 
 
Specifically, topics 1, 2, 3, and 4 are linked to aspects A-1, A-2, A-3 and A-4 
respectively. For the first topic, specific examples in relation to A-1 Natural 
resources are provided within the statements, including stone, water, and soil. The 
second topic includes the four ecological phenomena for A-2 Climate change: day 
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and night, the seasons, weather, and climatic change. In particular, climate change is 
highlighted in the Nuri with global warming rather than other environmental 
phenomena such as floods and earthquakes. The third topic is about the 
characteristics and growth processes of plants and animals and it is connected to A-3 
Biological diversity. In relation to the fourth topic, the Nuri has several 
environmental concerns (A-4 Environmental problems) relevant to carbon-dioxide 
emissions, increase of waste, water overuse and needs of new sources of energy 
(Korean Government, The Ministry of Education, Science and Technology, the 
Ministry of Environment, & The Ministry of Health and Welfare, 2012b). These four 
topics seem to be about knowledge of nature and environment. While these four 
topics corresponded with the first four aspects, topic 5 and 6 of the Nuri do not 
appear in any aspects of this Environmental dimension. “Having a constant curiosity 
about nature” (Topic 5) refers to children’s continual desire to know about the 
natural world, and “having the heart and habits of caring for nature” (Topic 6) 
describes children’s attitudes and behaviours towards living things and nature. Both 
topics seem to represent what individual children can/should do to conserve the 
natural environment, in particular, focusing on individuals’ interest and attitudes 
towards nature.  
 
For inclusive sustainability in education, the unmatched two topics: Having the 
constant curiosity about nature (Topic 5) and Having the heart and habits of caring 
for nature (Topic 6), imply that the Environmental dimension may need to be 
considered further to include children’s attitudes and responsibilities towards nature. 
Interestingly, similar meanings of the two topics can be found in B. Wellbeing 
dimension of Concept 2: Children as Agents of Change for Sustainability. Wellbeing, 
in this study, means that children can shape and maintain relationships with others by 
responding to themselves and to others. While both the Wellbeing and 
Environmental dimensions tend not to include children’s attitudes and 
responsibilities towards nature in the sustainability concepts, the two topics of the 
Nuri, constant curiosity about nature (the topic 5) and the heart and habits of caring 
for nature (the topic 6), can be included for inclusive sustainability for education. 
This argument is supported when we see the meaning of ‘environment’ in the Nuri 
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and the relationships between the six aspects. First, as seen, the ‘environmental’ in 
the Nuri focuses on both our knowledge of nature and individuals’ engagement in 
nature. In particular, the fact that the two topics appear in the Wellbeing dimension is 
evidence that  Environment in the Nuri curriculum document cannot be understood 
without individuals’ intellectual attitudes (i.e., “curiosity about nature”) and moral 
responsibility (i.e., “caring for nature”). Second, the six aspects of the Environmental 
reflect a cause and effect relationship between humans and nature - the two aspects 
(A-1 and A-3) are related to our knowledge of nature and the three aspects (A-2, A-4, 
and A-5) to our understanding of the impacts of environmental problems and natural 
disasters on human community, which raises our awareness of ‘sustainable 
community’ (A-6). While the Nuri and the Environmental indicate the importance of 
knowledge of nature in education, the latter focuses on a causal relationship between 
humans and nature and the former defines the relationship between humans and 
nature with individuals’ attitudes and moral responsibilities towards nature. 
Consequently, the analysis of the Nuri for the Environmental dimension indicates 
that the relationship between humans and nature needs to be defined in a more 
inclusive way.  
 
EYLF 
In the EYLF, the seven topics shown in the Table 5.2 were identified in relation to 
the Environmental. The first five topics are related to the five environmental aspects 
of this dimension and the rest two topics and one aspect are unrelated in this 
dimension. 
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Table 5.2  
 
A comparative analysis of EYLF with the Environmental aspects 
Concept 1  
Dimension A 
Environmental 
EYLF topics Environmental aspects 
Matched 
1. Increasing knowledge of environments 
2. Understanding of interdependence 
between land, people, plants and animals 
3. Exploring of relationships with living 
and non-living things 
4. Developing an awareness of the impact 
of human activity 
5. Showing growing appreciation, care and 
respect for constructed environments 
A-1. Natural resources 
A-2. Climate change 
A-3. Biological diversity 
A-4. Environmental problems 
A-6. Sustainable community 
Mismatched 
6. Showing growing appreciation, care and 
respect for natural environments 
7. Making predictions and generalisations 
about aspects of the natural world and 
environments 
A-5. Disaster risk  
 
 
The first topic, ‘knowledge of environments’ has comprehensive meaning in which it 
could be related to three environmental aspects including natural resources (A-1), 
climate change (A-2) and biological diversity (A-3). The topic 2 and 3 do represent 
biological diversity (A-3) directly, but understanding of land, people, animal, plants, 
living and non-living things can be indirectly linked to the aspect. Topic 4 (impact of 
human activity) and topic 5 (care for constructed environments) are related to 
environmental problems (A-4) and sustainable community (A-6).  It can be said that 
the topics 1-5 are about knowledge of natural and human environments and the 
underlying assumption would be ‘dualistic individualism’ in which the topics 
constantly view human and nature as separate entities (The reason will be explored in 
the next stage of CDA). The topic 6 and 7 about children’s cognitive abilities do not 
appear in the environmental aspects. The topic 6, showing growing appreciation, care 
and respect for natural environments, refers to children’s emotion and attitude 
towards nature, and the topic 7, making predictions and generalisations about aspects 
of the natural world and environments describes children’s abilities to observe 
nature, find patterns in nature, predict and generalise them. These two topics are 
linked to the dimensions of the Concept 2 (Children as Agents of Change for 
Sustainability). Specifically, the topic 6 is linked to ‘Wellbeing’ and the topic 7 is 
related to ‘Exploration’ dimensions of the concept 2. 
110  
 
The analysis of the seven topics against the Dimension A Environmental shows that, 
in EYLF, ‘environmental’ is understood with two categories: children’s knowledge 
of natural/constructed environments and individuals’ cognitive abilities (e.g., 
“prediction”, “understanding”, “exploring”, “appreciation”, “developing”). In 
particular, the two topics unrelated to the environmental aspects that appear in 
‘Wellbeing’ and ‘Exploration’ of Children as Agents of Change for Sustainability are 
evidence that the environment to EYLF focuses on individuals’ cognitive abilities for 
analytical approach to the natural environments. In comparison with the 
Environmental aspects, a challenge for inclusive sustainability for education would 
be on how cognitive abilities can be extended to reflect A-6 Sustainable community. 
In other words, the concept, ‘sustainable community’ remains ambiguous so that the 
‘cognitive abilities’ cannot be connected to the concept.  
 
5.1.2 Dimension B. Economic 
Nuri curriculum document  
As shown in the table below, two different topics are related to the three aspects of 
this dimension and the two Economic aspects (B-4 and B-5) do not appear in the 
Nuri curriculum. 
Table 5.3  
 
A comparative analysis of the Nuri curriculum document with the Economic aspects 
Concept 1 
Dimension B 
Economic  
Nuri curriculum document 
topics 
Economic aspects 
Matched 
1. Being interested in diverse 
occupations 
2. Understanding of the usage of 
money 
B-1. Responsibilities of 
organisations and corporations  
B-2. Market economy  
B-3. Production and consumption  
Mismatched 
 B-4. Conservation of resources 
B-5. Poverty 
 
The first topic is indirectly linked to B-1 aspect in which occupations are relevant to 
‘employment’ that is one of the responsibilities of organisations and corporations. 
For the second topic, the Nuri addresses functions of money, basic information and 
knowledge of economic activities, desirable usage of money, and spending habits 
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(Korean Government, The Ministry of Education, Science and Technology, the 
Ministry of Environment, & The Ministry of Health and Welfare, 2012b). These two 
aspects can be linked to the other dimensions of the concept 1 (the concept of 
sustainability). Specifically, conservation of resources and poverty are linked to 
environmental (dimension A) and social (dimension C) respectively. The two topics 
represented in the Nuri seem to be related to current socio-economic problems that 
South Korea is facing, for example, youth unemployment, overspending, and 
economic downturn (Kim, 2015). Furthermore, in the Nuri, ‘economic’ means both 
knowledge of economic activities (individual-related activities – e.g., jobs and 
spending money) and individual responsibility (e.g., spending habits). In other 
words, the Nuri tends to ensure that individual children are aware of their social 
position in national matters and emphasises individuals’ responsibilities of 
participating in social and economic issues. This would be related to collectivistic 
culture (A further discussion will be made in the following chapter). On the other 
hand, the meaning of ‘economic’ in the five aspects is understood focusing more on 
responsibility of group and nation (organisation, corporation, market) rather than 
individuals. In addition, it includes knowledge of economy based on liberal 
(capitalistic) economy/system and connection with environmental and social issues 
(e.g., conservation of resources and poverty). The analysis shows that the Nuri 
focuses on individuals’ choice and management skill, while the Dimension B. 
Economic include social, structural and economical issues. This implies that the Nuri 
for the dimension is insufficient for sustainability for education in which various 
economic phenomena cannot be understood without ‘social’ cause and effect and the 
Nuri’s two aspects focus on ‘personal understanding and skills’ required in the 
market. 
 
EYLF 
The EYLF has no statements that clearly indicate the ‘economic’ dimension of 
sustainability. It can be inferred, therefore, that learning about ‘economic’ matters is 
considered to be too early for very young children, something left to primary and 
secondary schooling that do have relevant content in their curricula. For example, the 
curriculum for foundation - year 10 includes eight learning areas, and some of them 
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include more than one subject. One of the learning areas is Humanities and Social 
Sciences that includes a distinct subject, ‘Economics and Business’. For senior 
secondary students, one unit has three topics: Consumer arithmetic, Algebra and 
matrices, and Shape and measurement. ‘Consumer arithmetic’, for example, reviews 
the concepts of percentage change and rate in the context of earning and managing 
money, and offers a fertile ground for the use of spreadsheets (The Australian 
Curriculum, Assessment and Reporting Authority [ACARA], 2014).  
5.1.3 Dimension C. Social 
Nuri curriculum document 
The four different topics were identified, which are related to the five aspects of this 
dimension whereas the three social aspects (C-1, C-7 and C-8) are unrepresented in 
the Nuri, as shown in the table below. 
Table 5.4  
 
A comparative analysis of the Nuri curriculum document with the Social aspects 
Concept 1 
Dimension C 
Social 
Nuri curriculum document 
topics 
Social aspects 
Matched 
1. Safety 
2. Public rules 
3. Diversity  
4. Healthy food and eating habits 
C-2. Peace and security 
C-3. Social justice 
C-4. Cultural diversity 
C-5. Health and food  
C-6. Democracy 
Mismatched 
 C-1. Human rights  
C-7. Gender equality 
C-8. Poverty 
 
For the first topic, safe places for children, safe ways of playing and how to take 
action in difficult situations or emergencies, such as sexual violence and kidnapping, 
are represented which is related to ‘security’ of C-2 aspect. The second topic (public 
rules) is indirectly linked to social justice (C-3) and democracy (C-6). Social justice 
refers to the process of promoting a just and equitable society by challenging 
injustice and valuing diversity and exists when all people share a common humanity 
with the right to equitable treatment, support for their human rights, and a fair 
allocation of community resources (Novak, 2000). Democracy is defined as 
government by the people, especially, the rule of the majority. This means that all 
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people should be able to have their say, in one way or another, in everything that 
affects their lives. Public rules, then, connect to both social justice and democracy 
and how these concepts are enacted. In relation to safety (topic 1) and public rules 
(topic 2), the Nuri employs the verb ‘know’ rather than ‘understand’. This might be 
interpreted that the two topics are considered as critical subjects in children’s 
learning and lives. The third topic (diversity) is related to cultural diversity (C-4), 
however, the meaning of diversity in the Nuri is different from that in the social 
aspects. For the analysis of Nuri, diversity means several  phenomena with the 
largely  mono-cultural society, for example, ‘diversity of family structure’ is 
characterised with increasing number of multicultural families, changes in 
expectations around marriage, and rising divorce rate. On the other hand, diversity in 
the social aspects often refers to diverse cultures, religions and languages in a 
multicultural society.  
 
Topic 4 (healthy food and eating habits) is connected to Health and Food (C-5). The 
topic is about what individuals should know, and how they act in the society. Such 
interpretation indicates that the underlying value of the Nuri appears to be about 
individuals’ ethical roles and responsibilities rather than ‘social equality’ as it omits 
the three aspects (human rights, gender equality and poverty). In other words, it does 
not address ‘structural understanding of society/community’. This can be explained 
with collectivistic culture, which will be discussed in the next stage of CDA. 
 
EYLF 
Four topics were identified and they are directly and indirectly related to all the 
social aspects (Table 5.5). 
 
 
 
114  
Table 5.5  
 
A comparative analysis of EYLF with the Social aspects 
Concept 1 
Dimension C 
Social 
EYLF topics Social aspects 
Matched 
1. Health, nutrition and safety  
2. Human rights and fairness  
3. Cultural differences  
4. Similarities and differences among 
people  
C-1. Human rights 
C-2. Peace and 
security  
C-3. Social justice 
C-4. Cultural diversity 
C-5. Health and food 
C-6. Democracy  
C-7. Gender equality 
C-8. Poverty  
 
The first topic is related to aspect C-5 (health and food) and C-2 (peace and security). 
The second topic (human rights and fairness) is related to three aspects C-1 (human 
rights), C-3 (social justice) and C-6 (democracy). Cultural differences (Topic 3) are 
connected to cultural diversity (C-4), and similarities and differences among people 
(Topic 4) are linked to two aspects (C-7 and C-8).  Overall, EYLF emphasises 
children’s awareness of social concerns, which is well aligned with the eight social 
aspects. For example, Australia’s multicultural policy values cultural diversity as a 
social asset and the dimension also has C-4 Cultural diversity. The dimension can be 
divided into the following three categories: Individual (rights, health, food), social 
(social justice, cultural diversity, democracy, gender equality, poverty), and global 
(peace and security) issues. 
5.2 CONCEPT 2: CHILDREN AS AGENTS OF CHANGE FOR 
SUSTAINABILITY 
This section provides answers to the question - How is the view of children as agents 
of change for sustainability represented in the two curriculum documents? As shown 
the Figure 3.3 and 3.4 in Chapter 3, Concept 2, Children as Agents of Change for 
Sustainability, has five dimensions (Belonging, Wellbeing, Exploration, 
Communication, and Contribution). Each dimension involved relevant statements 
(Appendix G) that were identified in the first stage of this critical document analysis 
(Section 4.1 Description) is analysed and interpreted in the following five steps: 
 
 115 
1) Identifying each statement's key words and ideas in each dimension; 
2) Analysing the words and ideas, focusing on the question - What topics are 
represented in the two curriculum documents in relation to the five dimensions? 
3) Analysing and interpreting the topics within the aspects (question form) included 
in each dimension;  
4) Comparing the interpretation gained from step 3 and the meaning of each 
dimension of this study.  
5) Identifying what social and cultural factors can be related to the topics 
 
5.2.1 Dimension A. Belonging 
Nuri curriculum document 
In the Nuri, family, neighbourhood and country are represented as places or groups 
where children live and to which they belong. The following figure is the result of 
the interpretation analysis that provides a structure of what the Nuri asks children 
about their places. 
 
 
Figure 5.1 Children’s belonging in the Nuri curriculum document 
 
The Nuri identifies the importance of family and how children should help their 
family, having children understand their neighbourhood, and being good citizens of 
Korea. It tends to focus on individuals’ moral relationships and responsibilities as 
Family / Family members 
- Knowing the meaning of family and its value 
- Realising family members should help each other 
Neighbourhood 
- Attempting to understanding 
Country 
- Knowing the symbols  
- Observing the relevant good manners 
- Having interest in our country’s heritage, history   
  and culture 
- Being proud of our nation  
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members of a family, neighbourhood and country. These three groups (family, 
neighbourhood and country) also seem to be framed within a singular ethnic group 
that encompasses members who share common social, cultural and national 
experiences. This representation of belonging could be related to Korean traditional 
values that place strong emphasis on being a nation of community-oriented and 
courteous people due to their collectivistic and mono-cultural characteristics. In this 
sense, the ‘belonging’ refers to what individuals are supposed to sustain regarding 
the current place of family, affiliations, communities, and an individuals’ position 
within the national hierarchy. This indicates that the Nuri offers little room for 
fostering structural societal changes other than individuals’ moral responses and 
responsibilities towards given social relationships. This can be conceptualised as a 
group-oriented sense of belonging.  
 
EYLF  
In EYLF, family, community and children’s environment were represented as places 
or groups where children live and belong. The following figure (5.2) is a visualised 
from of what the EYLF asks children about their places. 
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Figure 5.2 Children’s belonging in EYLF 
 
In contrast to the Nuri, it could be suggested that the EYLF emphasises an 
individual’s development of their identity and sense of belonging within a sharing 
culture, rather than paying attention to physical spaces and places, which is related to 
inter-subject-relationships. This curriculum document asks children to develop not 
only strong foundations in culture and language at the national level, but also their 
social and cultural heritage within their family and community – in other words 
cultural and national identity is something to be developed rather than something to 
fit into. This focus could be related to the characteristics of Australian multicultural 
society. Children in Australia live with many people from different countries and 
cultures and they need to understand and respect similarities and differences. For 
EYLF, ‘belonging’ refers to individuals’ choices as to whether or not they can be 
part of social groups. Thus, EYLF emphasises individuals’ capacities and capabilities 
that can be served for their chosen group, which can be described as individual-
oriented belonging. 
 
Family 
- Developing strong foundation in both the culture  
  and language 
Other children / Community 
- Showing interest in being part of group 
- Developing strong foundation in both the culture  
   and language 
- Developing their social and cultural heritage  
   Recognising their right to belong to many  
   communities 
Children's environment / The world 
- Expressing wonder and interest 
- Exploring and engaging 
- Broadening their understanding 
- Building on their own social experiences  
- Sensing and responding to a feeling of belonging 
- Demonstrating a sense of belonging and comfort  
   in their environments 
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5.2.2 Dimension B. Wellbeing 
Nuri curriculum document 
In relation to the wellbeing dimension, the Nuri highlights harmony with others 
including family, teachers, friends and acquaintances. In particular, children’s 
manners and consideration for others are emphasised in the Nuri (Figure 5.3).  
 
 
 
Figure 5.3 Children’s wellbeing in the Nuri curriculum document 
 
The Nuri also identifies how children should be encouraged to think positively and 
look after themselves, and that they should be aware of their emotions and learn to 
express themselves emotionally. However, the document seems to focus more on 
children’s social-emotional responses towards others rather than emphasising the 
individual, for example, being aware of others’ emotions and showing empathy, and 
resolving conflicts in a positive way and being polite. Furthermore, the Nuri seeks to 
develop children’s attitudes towards the environment, by encouraging children to 
take care of living things and cultivating the habits of conservation. Overall, it can be 
inferred that the Nuri supports children to maintain good relationships with others. 
These outcomes could be related to Korean Confucian tradition that considers self-
regulation such as politeness and consideration for others as important values. In 
summary, for ‘wellbeing’, the Nuri is more relational-driven, which focus on 
individuals’ social relationships as part of a natural state of being that cannot be 
Children 
Others 
Elders 
Teachers 
Friends 
Environment 
Family 
          Harmony 
Politeness 
Consideration 
Helping 
Sympathy 
Positive acting 
Heart to caring 
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amended. It can be connected with the allocentric concept, which is discussed in the 
next chapter. 
 
EYLF  
In relation to the wellbeing dimension, the EYLF emphasises relationships and 
connections between children and others. Both children’s emotions influenced from 
others and children’s responses to others were stressed. The interpretative analysis of 
the EYLF can be visualised as follows: 
 
 
Figure 5.4 Children’s wellbeing in EYLF 
 
In the EYLF, children are encouraged to feel recognised, respected, trusted and 
connected to others, and these feelings can be understood, self-regulated and 
managed in ways that reflect their emotions. In addition, the curriculum document 
highlights children’s responses to others, for example, empathising with and 
expressing concern for others, displaying awareness of and respecting others’ 
perspectives, considering consequences for others, and responding/reacting 
positively. In relation to the environment, children are encouraged to show growing 
appreciation and care for natural environments, and respect for these environments. 
Thus, children shape and maintain relationships based on individuals’ emotion and 
needs. These outcomes could be related to Australian neo-liberal concepts, 
individualism and autonomy. To sum up, for the wellbeing dimension, the EYLF 
appears to be driven more by an individuals’ motivation. In other words, the EYLF 
Children 
Environment Others 
      Connection 
        Relationship 
Respect 
Trust 
Compassion 
Kindness 
Attachment 
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tends to give more weight to individuals’ autonomy and participation in social 
activities, which is defined as a self-centred concept. 
 
5.2.3 Dimension C. Exploration 
Nuri curriculum document  
As visualised in Figure 5.5, the exploration dimension in the Nuri is described in a 
cyclic process and requires individuals’ continual intellectual responsibility. 
Specifically, in the Nuri, individuals’ participation in inquiry activities is 
emphasised, rather than exploring with a clear purpose. This implies that when 
involved in exploring activities, children are required to develop general 
understandings of their surroundings, which helps them gain knowledge and 
information, rather than being focussed on a particular learning outcome. In addition, 
the curriculum document suggests that individuals’ insight, sensibility and endurance 
are required. In a problem-solving process, the Nuri tends to focus on a non-linear 
approach. In other words, for the Nuri, the exploration refers to a (social) process 
where the individual participants understand their engagement as a whole, which is 
directly related to holistic or global learning.   
 
 
 
 
Figure 5.5 Children’s exploration in the Nuri curriculum document 
 
 
How 
For what 
What  
- Something curious 
- Others’ thinking 
- Objects 
- Surroundings 
- Nature 
- Collecting data 
- Classify data with different 
criterion 
- Utilising inquiring skills such as 
searching, observing, comparing 
and estimating  
- To solve problems 
- To know what they wonder about 
Enjoy 
exploring 
process 
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EYLF 
As visualised in Figure 5.6, the exploration dimension in EYLF is described in a 
linear/object-oriented process. Individuals explore with a clear purpose and they use 
and develop their skills and capabilities to reach specific aims. The main purpose of 
exploration in EYLF is seeking problems and improving individuals’ environments. 
Individual children’s cognitive abilities, leadership and co-learning (co-construct 
learning, co-operating and achieving coexistence) are required to be developed. 
Overall, in a problem-solving process, the EYLF tends to use a linear approach, and 
focuses on the development of individuals’ capacity for problem-solving, decision-
making, and cooperation, which has a direct relation with analytic or local learning.  
 
 
Figure 5.6 Children’s exploration in EYLF 
 
5.2.4 Dimension D. Communication 
Nuri curriculum document 
In the Nuri, the communication means not only individuals’ expression of feelings, 
thoughts and experiences but also the development of communication skills (e.g., 
appropriate use of words and sentences). The Nuri describes how children express 
their emotions and ideas with consideration of others’ emotion and the particular 
situation. In addition, for effective communication, accuracy and appropriateness are 
What 
- Ideas 
- New things 
- Challenges 
- Nature 
- Their 
environment 
How 
- With  
others, confidence,        
energy, enthusiasm,             
concentration, purpose, 
integration skill 
 
- Using  
sensory capabilities,                  
dispositions, strategy,               
reflect thinking, ICT,                  
imagination, creativity, 
play 
For what   
- To solve problems 
- To contribute to group                 
outcomes 
- To understand the                               
interdependence between             
land, people, plants and     
animals 
- To engage with situations 
and adapt  these strategies 
to new situations 
Exploring to 
challenge, discover 
and solve problems 
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emphasised. These aspects are possibly related to Korean collectivistic and mono-
cultural characteristics as pointed earlier. In addition, the Nuri tends to emphasise 
‘intrapersonal’ communication that values ‘self-awareness’ on the relationships. The 
figure below is to highlight the individual children’s communication abilities in 
liaison with the three phases of what, for what and how, described in the Nuri. It 
seems that individual children’s contextual engagement is highly valued in the Nuri 
curriculum document.  
 
 
Figure 5.7 Children’s communication in the Nuri curriculum document 
 
EYLF 
In the EYLF, the communication dimension seems to be considered as a means of 
developing literacy and achievement of one’s personal goals. In relation to literacy 
development, the EYLF emphasises children’s independence as communicators who 
build on home/family and community literacies rather than focussing on children’s 
language skills (reading, speaking, listening and writing). This may be related to 
Australian multiculturalism where languages other than English are commonly 
spoken every day in the home, the street, the school, the shops and the workplace. 
This suggests that, through sharing and communicating, children not only maintain 
and develop their first language and cultural tradition but also develop cross-cultural 
understanding although the latter is unclear in the curriculum document. Rather the 
communication in the EYLF is seen as important for children to meet their own 
needs and comfort and to emphasise ‘interpersonal’ that values ‘self-awareness’ of 
individuals’ own goals, which was highlighted in the figure below. This can be 
related to individualistic society.  
 
what 
•Feeling 
•Thoughts 
•Experiences 
•Topics 
For what 
•To express 
•To know what they are 
curious about 
How 
•In appropriate words and 
sentences 
•Through diverse art 
activities 
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Figure 5.8 Children’s communication in EYLF 
 
For the Nuri, in contrast, ‘communication’ emphasises individuals’ communication 
skills that focus on interaction and sharing within the group that individuals belong 
to, whereas, for EYLF, it emphasises individuals’ motivation and ability to achieve a 
goal through interpersonal communication.  
 
5.2.5 Dimension E. Contribution 
Nuri curriculum document 
In the Nuri, there is no statement identified relevant to the contribution dimension. It 
can be interpreted that, for the Nuri, ‘contribution’ is unnecessary in children’s 
learning experiences/activities because it has been merged with other dimensions 
such as individuals’ responses and responsibilities.  
 
EYLF 
As Figure 5.9 shows, individual children contribute to group/shared work, and 
through their contributions, they can experience success. For the EYLF, the 
contribution dimension refers to an individuals’ experience to be involved in a social 
group (community) as good citizens. Furthermore, this experience assists individuals 
to become confident and motivated in group activities. In this sense, the contribution 
is perceived for individuals as independent entities to practise social responsibilities.  
 
what 
•Needs 
•Ideas 
•Feelings 
•Wonder 
•View 
•Matters that affect them 
•What they see, hear, 
touch, feel and taste 
For what 
•Comfort 
•Assistance 
•To negotiate 
•To share 
•To explore ideas and 
concepts 
•To clarify 
•To challenge 
•To build on home/family 
and community literacies 
•To meet listener's needs 
How 
•Enjoyable interactions 
•With purpose and 
confidence 
•Using verbal and non-
verbal language 
•Using language and 
representations in play  
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Figure 5.9 Children’s contribution in EYLF 
 
5.3 CONCEPT 3: SUSTAINABILTY IN YOUNG CHILDREN’S EVERYDAY 
LIVES 
This section provides answers to the question - Is sustainability as an everyday 
feature of young children's lives reflected in the two curriculum documents? Concept 
3, sustainability in young children’s everyday lives, consists of five dimensions  
(Home, Childcare Centre, Community, Nature, and Outdoor) that emerged from an 
analysis of five studies that demonstrated the importance of a variety of learning 
places where children might learn about sustainability (figure 3.5 and 3.8 in Chapter 
3). The identified and classified statements were analysed and interpreted in four 
steps and the full analysis is available at Appendix G: 
 
1) Identifying each statement’s key words and ideas in each dimension 
2) Analysing the words and ideas, focusing on the first aspect - Do the two 
curriculum documents state the terms and places relevant to the five dimensions? 
3) Exploring whether the terms and places indicate EfS (the second aspect) 
4) Identifying what social and cultural factors can be related to the terms and places 
 
 
•Using own ideas 
•Using experiences 
How 
•Shared projects 
•Play experiences 
•Decision making 
•Group outcomes 
•Group discussions 
To where 
•Understanding 
different ways of 
contributing 
•Experiencing the 
benefits and 
pleasures 
•Recognising 
individual and 
others' achievement 
•Celebrating their 
contribution 
Achievement 
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The analysis steps of this concept were created to offer a response to the research 
question addressed above. In particular, the second step assists in seeking the terms 
and places represented in each curriculum document relevant to the five dimensions. 
The third step contributes to determining how ‘everyday lives’ is understood within 
each document regarding EfS. The outcomes and interpretations of this concept 
within the Nuri will be described first, and then outlined for EYLF. 
 
Nuri curriculum document 
As the analysis outcomes shown in Figure 5.10, in the Nuri, home, childcare centre 
and community are the places where children not only learn and practice individuals’ 
moral responsibilities (politeness and manners) but also adapt to become members of 
a group (harmony). Children are taught how they should act towards others and how 
they shape/maintain relationships from family, educators, other children and 
community members in their place/group. Away from the early childhood 
institutions, nature and outdoor are described as the places to gain knowledge of 
children’s environment and to do something with others (participating). It can be 
seen that, for the Nuri, nature and outdoor are represented as ‘sacred places’ where 
children practise social relationships and cultural values, which can be related to 
relational-contextual thinking.  
 
 
Figure 5.10 Sustainability in young children’s everyday lives in the Nuri curriculum 
document 
 
EYLF 
As the analysis outcomes visualised in Figure 5.11 below, home and community are 
described as the places where children develop their individual identity and sense of 
belonging within diverse culture. The childcare centre is represented as a place not 
only to shape relationships with others but also to learn the rules in social groups. 
•  Exploring features, participating 
•  Finding repeated things and changes 
•  Comparing things 
Nature 
Outdoors 
•  Being polite 
•  Keeping in harmony 
Home 
Childcare Centre 
Community 
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This indicates that for EYLF, the learning sites are a place where children learn and 
practise social and cultural values and norms. This understanding can be explained 
with auditory-sequential learning. Nature and outdoor in the EYLF are places to 
explore, understand, predict, generalise and challenge. It also seems that for the 
EYLF, these places are more conceptual in which they offer ‘opportunities’ that 
children can develop their abilities such as leadership, and can learn social norms. 
The ‘opportunities’ can be related to abstract–conceptual thinking.  
 
 
Figure 5.11 Sustainability in young children’s everyday lives in EYLF 
 
 
5.4 A 2
ND
 STAGE COMPARISON OF THE NURI AND EYLF  
This chapter presents the outcomes of the second stage of CDA that re-analysed and 
interpreted each statement, focusing on the key terms and main ideas gained from the 
first stage. An expected answer to a question of this study - how are sustainability 
concepts and EfS principles represented within the South Korean and Australian 
early childhood education curriculum, can be summarised in a table as follows.  
 
 
 
 
 
 
•  Making predictions and generalisations about their 
daily activities 
Nature 
Outdoors 
•  Building and maintaining relationships  
•  Interacting and sharing 
•  Taking action to assist others in participating in   
social group 
Childcare Centre 
•  Developing foundation in the culture and language  
•  Developing their social and cultural heritage  
Home 
Community 
 127 
Table 5.6  
 
A comparative understanding of the interpretive process of the Nuri and the EYLF 
Sustainability 
concepts and EfS 
Dimensions Interpretation results 
Nuri EYLF 
Concept 1 
The concept of 
sustainability 
Environmental  Place where humans/living 
livings/non-living things  
exist 
 Causal relationship between 
humans and nature with 
individuals’ responsibility 
towards their place and 
living/non-living things  
 Place which includes  
natural and constructed 
environments 
 Causal relationship 
between humans and 
nature with individuals’ 
capacities towards their 
environment  
Economic  Individuals’ responsibilities 
of participating in social and 
economic issues 
 Individual children’s 
awareness of their social 
position in national matters.  
 Not represented because 
learning ‘economic’ is 
too early for young 
children  
Social  Healthy society with 
individuals’ responsibilities 
and ethical roles 
 Healthy society with 
individuals’ awareness 
of social issues and 
social equality 
Concept 2 
Children as 
agents of change 
for sustainability 
Belonging  What individuals are 
supposed to sustain the 
current family / affiliations / 
communities/nations that 
individuals are hierarchically 
positioned  
 Individuals’ choice 
whether they can be part 
of social groups  
 Individuals’ capacities 
and capabilities that can 
be served for their 
chosen group.  
Wellbeing  Relational driven 
(individuals’ social 
relationships as part of natural 
phenomena that cannot be 
amended) 
 Individuals’ motivation 
driven (individuals’ 
autonomy and 
participation in social 
activities) 
Exploration  A (social) process that the 
individual participants 
understand their engagement 
as a whole 
 The development of 
individuals’ capacity of 
problem-solving, 
decision-making, and 
cooperation. 
Communication  Individuals’ communication 
skills that focus on interaction 
and sharing within a group 
which the individuals belong 
to 
 Individuals’ motivation 
and ability to achieve a 
goal through 
interpersonal 
communication 
Contribution  Unnecessary because it has 
been merged in other 
dimensions as individuals’ 
responses and responsibilities 
 Important for 
individuals as 
independent entities to 
practise social 
responsibilities 
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Concept 3 
Sustainability in 
young children’s 
everyday lives 
Home 
Childcare centre 
Community 
 The place where children 
adapt themselves as a member 
of group.  
 
 The learning sites are 
places where children 
learn and practise social 
and cultural values and 
norms.  
 Nature 
Outdoor 
 The ‘sacred places’ where 
children continue to practise 
social relationship and 
cultural values  
 
 The places are more 
conceptual in which 
they offer 
‘opportunities’ that 
children can develop 
their abilities such as 
leadership and can learn 
social norms 
 
The interpretation of the concept 1 shows that individuals’ responsibilities and roles 
towards environmental, economic, and social dimensions are determined with a view 
of the relationship between humans and nature and society. The Nuri tends to focus 
on individuals’ moral responsibilities while the EYLF highlights individuals’ 
cognitive abilities and problem solving capacity for environmental and social issues. 
The interpretation of the concept 2 also indicates the differences in which the Nuri 
emphasises individuals’ relational approaches to each dimensions and assigns 
individuals’ participatory responsibilities and roles through extrinsic motivation 
whereas the EYLF highlights the importance of cultivating individual self-reliance as 
social beings through intrinsic motivation. The differences of the concept 1 and 2 
continue in the concept 3 in which the understandings of learning places depend on 
whether individuals are social and cultural interdependent or independent and 
relationally inclusive or exclusive. As summarised in the table, the Nuri and the 
EYLF show different understandings of each concept and each dimension, and I 
propose that the differences can be explained through the different social and cultural 
characteristics of each country.     
 
In the following chapter (the last stage of this document analysis — Description: 
socio-cultural analysis), the findings from the second stage — Interpretation: 
processing analysis) were interpreted using the lens of social and cultural context to 
explain the different understandings of sustainability and EfS in South Korean and 
Australian early childhood curricula.   
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Chapter 6: Stage 3 - Explanation:                 
Socio-cultural analyses of the curriculum 
documents 
 
This study scrutinised understandings of sustainability and EfS principles through a 
critical and comparative document analysis of South Korean and Australian early 
childhood education curriculum documents. Key points for investigation were how 
sustainability concepts are adapted to each curriculum document, how children are 
viewed as agents of change for sustainability, and how children’s everyday lives are 
featured in the two documents. As a result of the first and the second stage of critical 
document analysis, it was found that Nuri and EYLF quite differently represent and 
understand sustainability concepts, children’s position/identity and the meaning of 
everyday lives in EfS within their social and cultural dimensions. The comparative 
document analysis resulted in meaningful ideas for inclusive sustainability for 
education. For example, the Nuri tends to emphasise individuals’ ethical responses 
and responsibilities towards nature, economic and society with a view of children as 
a member of a community. On the other hand, the EYLF tends to focus on 
individuals’ cognitive capacities for a sustainable community with a view of children 
as independent entities. In addition, even though both curriculum documents 
consider children’s everyday lives as the place of learning, the Nuri appears to view 
‘everyday lives’ as a place where children belong, and experience their social and 
cultural values, while the EYLF tends to view this as an opportunity for children to 
develop their social, cultural and other abilities.  
 
In this chapter, the third stage of critical document analysis - Explanation - a socio 
cultural analysis has been undertaken further highlighting the differences between 
the two curriculum documents that were revealed in the previous stages. The aim of 
the chapter then is to provide answers to the following three questions which were 
developed based on the study’s main aim and through reviewing the literature of 
critical discourse analysis according to Fairclough (1992; 2013) and O’Halloran 
(2011a): 
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- What are the social and cultural factors, including policy, which influence the 
curriculum document text relevant to sustainability? 
- What perspectives or issues are involved in social and cultural elements? 
- How are the social and cultural context and curriculum document text related 
within the three concepts?  
For the analysis of this stage, first, I reviewed the findings from the previous stages 
to identify what issues/ideas were highlighted and repeated in each curriculum 
document regarding sustainability. Second, I explored each country’s social and 
cultural contexts that could influence the ideas underpinning each document. Third, I 
examined what social and cultural factors impact on each country’s understandings 
of sustainability and how they are related. As a result of this analysis, it becomes 
obvious that the understanding of sustainability within the curriculum document is 
influenced by social and cultural dimensions. Finally, I proposed a new way of 
perceiving sustainability concepts, and EfS principles for inclusive understanding of 
sustainability are provided.  This chapter consists of four sections: 6.1 Sustainability 
concepts in early childhood education: Monistic vs Dualistic, 6.2 Children’s identity 
in early childhood education: Collectivistic vs. Individualistic, 6.3 Everyday lives in 
early childhood education: Sacred vs. Secular, and 6.4 Approaches to inclusive 
substantiality for education.  
 
In this chapter, findings and suggestions identified from this stage of the document 
analysis were visualised to demonstrate how the two curriculum documents represent 
sustainability and EfS within their different contexts. It must be noted, however, that 
the diagrams were drawn with a focus on their strongest tendency/characteristics 
relevant to sustainability and EfS to show the different orientations towards 
sustainability between South Korea and Australia.  For example, while the Nuri and 
the EYLF both have characteristics of collectivistic and individualistic cultures, the 
Nuri tends to represent/understand sustainability within collectivistic features more 
than the EYLF. This means that the diagrams representing the Nuri, for example, 
illustrate Korea’s more collectivistic culture rather than trying to provide dimensions 
of both cultural orientations.   
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6.1 SUSTAINABILITY CONCEPTS IN EARLY CHILDHOOD EDUCATION: 
MONISTIC VS DUALISTIC  
This study analysed two early childhood curriculum documents’ representations of 
the concept of sustainability and EfS principles. As a result, it was found that the 
Nuri tends to understand sustainability concepts based more on children’s ethical 
roles and responsibilities, while the EYLF emphasises children’s awareness and 
development of their abilities. It was revealed that the differences are related to each 
country’s different way of viewing nature. In this section, the different views of 
nature and their impacts on the understanding of sustainability concepts is explained 
with respect to Korean monistic culture and Australian dualistic culture. In addition, 
I suggest an inclusive concept of sustainability for ECEfS by comparing the current 
concept of sustainability with the two curriculum frameworks’ understandings of 
sustainability concepts.  
 
6.1.1 View of nature and sustainability concepts 
Monism, known as individualist cultures in cultural studies, is a philosophical view 
that the origin of all the things in the universe, including human beings, is one 
(known as oneness), and all things are related to each other (Park & Burgh, 2013; 
Triandis, 1995). In this monistic ontology, there is no such thing as ‘outside of the 
universe’ (Park & Burgh, 2013). From the viewpoint that properties of natural 
system such as social, economic, physical, and mental, are viewed as a whole/all 
/entire, monistic culture tends to focus on becoming one, namely ‘oneness’ (Park & 
Lee Hong, 2013). This means that systems function as wholes; however their 
functioning cannot be fully understood solely in terms of their component parts (Park 
& Lee Hong, 2013). In a monistic culture such as Korea, therefore, nature is viewed 
as a whole, which involves all existing things in the world, and human beings are 
part of it. For this reason, the Nuri tends to view ‘nature’ as the whole world in which 
human beings and living/non-living things are intertwined. This means that human 
beings cannot exist outside of nature and should respect and conserve nature to live 
in harmony with it. In a pedagogical understanding, the focus of the monistic culture 
is not on the freedom of individual human beings, but the conditions of life to be 
naturally harmonised human beings (Park & Burgh, 2013). Thus, individuals in a 
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monistic culture believe their social spirituality and roles have been assigned by the 
oneness focusing on human relationships and responsibilities at a subtle level.  
   
On the other hand, individualist cultures, philosophically known as dualist, hold the 
view that the world consists of two principles, such as mind and body, or good and 
evil (Park & Burgh, 2013; Triandis, 1995). In individualistic cultures, human beings 
and nature are independent entities and nature is a target that can be explored or 
conserved by human beings (Park & Burgh, 2013). In modern individualistic-based 
education, teachers tend to minimise cultural impacts on individual students and 
perceive the world as an absolute singular. As Duncan (1995) argues, such a 
framework is that “the dualistic demarcation between the external world and internal 
psychological processes” only ‘indirectly’ involves social and cultural influences and 
supports “a reliance on the individual (white) child as the primary analytical unit” (p. 
465). Thus because it has arisen within a dualistic culture, the EYLF tends to view 
‘nature’ as an object that is separate from humankind, and this can be an answer to 
the question, why the EYLF has a restrictive understanding of nature and 
‘environment’. Such different understandings of nature between monistic and 
dualistic culture can be visualised as follows:  
 
Nuri curriculum 
 
EYLF 
 
Figure 6.1 Two curriculum documents’ different ways of viewing nature 
 
The view of nature influences the two curricula’s different attention to nature. The 
Nuri, which presumes that humans are part of nature, emphasises understanding of 
nature itself (e.g., natural resources, natural phenomena), while the EYLF tends to 
focus on the relationships between humans and nature (e.g., independence and 
interdependence). Furthermore, the different view of nature influences individuals’ 
Nature Nature Child Child 
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roles for sustainability. The Nuri focuses on what individuals should do to 
maintain/restore nature and live together as the imperatives (e.g., individuals’ 
responsibilities), whereas the EYLF concentrates on what individuals can do to 
change their environment/nature as an independent entity (e.g., individuals’ cognitive 
abilities).  
The Nuri’s attention to nature and individuals’ responsibilities are shown in Green 
Growth Education (2009) that was created by the Korean government as one of the 
key national strategies for economic and environmental development. In 2011, the 
Green Growth Education program was added to the Nuri curriculum document with 
the objectives of the program divided into the three domains: knowledge and 
understanding; feelings and affection; and attitudes and participation. In the three 
domains, individuals’ moral responsibilities, cognitive capabilities, and emotional 
engagement are unfolded with a monistic approach to nature in which they presume 
that humankind is mentally and spiritually, as well as biologically inseparable, from 
nature and the imperative assigned by nature on humankind is to practise the given 
values towards the restoration of oneness.  On the other hand, the EYLF’s emphasis 
on the development of children’s intelligent and cognitive abilities is best illustrated 
in a government document, Educating for a Sustainable Future – A National 
Environmental Education Statement for Australian Schools (2005) that has been an 
important document in shaping EfS in Australia. Although the document 
acknowledges that Indigenous Australian’s holistic environmental stewardship 
broadens Australian’s understandings of nature and provides conceptual foundations, 
it tends to be restricted to the holistic environmental stewardship in sustainable use of 
the limited resources of the Australian landscape. This is revealed in its proposed 
four learning objectives of this national Statement for Australian Schools:  
knowledge and understanding, skills and capabilities, attitudes and values, and action 
and participation that focus on developing the individual students’ cognitive 
capabilities and social skills to be participants in building a sustainable future. In 
other words, Indigenous people’s holistic approach to nature, that is similar to the 
Korean’s monistic one, becomes supplementary while the dualistic approach to 
nature remains untouched and changed.  
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In a monistic approach to the concept of sustainability, environmental, economic and 
social conditions are understood in an holistic way. Nature as a whole involves 
human communities, and each human as a member of a community has 
responsibilities for a sustainable community. This approach can be related to the 
Nuri’s focus on children’s participation in and responsibilities for environmental, 
economic and social activities. In a dualistic approach, sustainability is understood 
analytically, which emphasises the independence and interdependence of 
environmental, economic and social dimensions. This approach is connected to the 
EYLF’s concentration on valuing the relationships between these three dimensions, 
and its impacts on human communities and individuals. For this reason, for 
individual children’s education in the EYLF, children need to be able to make 
appropriate decisions and predict what will happen in the future. To sum, the two 
countries’ different cultures influence their views of nature and children’s identity 
that appear in each curriculum and such differences lead to different understandings 
of the concept of sustainability in the curriculum. With these findings, the following 
section examines the current concept of sustainability. 
  
6.1.2 Inclusive concept of sustainability for education 
These different understandings of the concept of sustainability between Nuri and 
EYLF need to be compared with the current concept of sustainability with regards to 
knowledge of nature, understanding of nature on human community, and awareness 
of sustainable community. As visualised in Figure 6.2, the current concept of 
sustainability sits at the intersection of the three dimensions: Environmental, 
Economic, and Social.   
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Figure 6.2 Current concept of sustainability 
 
As argued, the Nuri and the EYLF differently understand the meaning of nature 
within their different cultural context. A monistic culture tends to understand ‘nature’ 
in an inclusive way in which individuals and community are part of nature , while a 
dualistic culture focuses on the relationships between individuals and society, and 
nature as though they are independent entities. The following figure shows the 
conceptual difference of nature in each curriculum.  
 
 
                       Nuri curriculum                                                                   EYLF 
     
Figure 6.3 Different understandings of the concept of sustainability 
 
The Nuri adds individual responsibilities and ethical roles towards nature, society 
and economy because environmental, societal, and economic issues are perceived as 
Environmental 
Social Economic 
Nature 
Community 
Individual 
Individual 
Environment Community 
Sustainability 
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collective ones that all individuals should respond to. Based on the Nuri’s conceptual 
structure of nature above, as a result, the demarcation of the three dimensions of the 
sustainability becomes blurred. On the other hand, the EYLF focuses on the 
development of individuals’ capabilities towards a consensual concept, sustainable 
community/society that individuals should aim to achieve. Based on the EYLF’s 
conceptual structure of nature above, the demarcation becomes interactive via 
individuals’ participation. Comparison of Figures 6.2 and 6.3 raises interesting points: 
First, the current concept of sustainability as seemingly internationally accepted has 
been developed with the recognition that humans are part of nature and that it should 
be conserved (Mebratu, 1998). Ontologically it shares the view of nature with the 
Nuri whereas epistemologically it approaches nature as an independent entity. 
Second, the Nuri tends to accept the current concept of sustainability in a more 
inclusive way because of Korea’s monistic and holistic culture. There is no apparent 
ontological demarcation between nature and humans, which causes less interest in 
the EYLF’s kind of analysis and the first person approach to sustainability matters. 
Third, the EYLF analytically applies the current concept of sustainability within the 
contemporary Australian social issues such as inclusiveness of Aboriginal and Torres 
Strait Islander people, multiculturalism, and the impact of climate change on society. 
This difference may explain why the EYLF features none of the economic 
dimensions of the concept of sustainability. As seen in Figure 6.3, the EYLF holds a 
stronger first-person position that may be ontologically contradictory to that of the 
current concept of sustainability and the Nuri. This may also be a reason why EYLF 
has a lack of concepts for a sustainable community while it emphasises individuals’ 
cognitive development toward it.  
 
The comparative explanation between Nuri and EYLF in an understanding of the 
current concept of sustainability indicates that cultural and social context affect the 
understanding of the concept of sustainability. The current concept of sustainability 
seems to aim towards monistic philosophy that encourages a spirit of harmony 
between people, their natural environments and their spiritual (UNESCO, 2008). 
Hence, Nuri’s monistic culture has an implication that the concept of sustainability 
needs to redefine the meaning of ‘nature’ in a more philosophically and culturally 
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inclusive way. Otherwise, the concept of sustainability in Eastern cultures may 
become ambiguous or be too broadly accepted. On the other hand, in Western 
culture, it has potential discrepancies with the consensual concept of ‘sustainable 
community/society’ that become exclusive of a particular ethnic group because the 
concept has not been developed in culturally inclusive way. In this explanation, the 
current concept of sustainability should consider whether to include not only 
individuals’ responsibilities and abilities that can be fostered through education but 
also a view of nature as a socially and culturally inclusive concept of sustainability. 
As visualised in the Figure 6.4, the three dimensions of the concept of sustainability 
need to be articulated in line with the view of nature and education needs to be an 
additional dimension. For inclusive sustainability, the latter ensures that education is 
not a means of delivery of the three dimensions, but is conceptually equal to the three 
dimensions, which allows sustainability for education to become sustainable 
education and the former holds the dimensions within the view of nature and opens 
any additional dimensions.  
 
 
 
 
                       Figure 6.4 Inclusive concept of sustainability 
 
Environmental 
Social Economic 
Education 
Nature 
Sustainability 
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6.2 CHILDREN’S IDENTITY IN EARLY CHILDHOOD EDUCATION:  
COLLECTIVISTIC VS INDIVIDUALISTIC 
This study investigated two curriculum documents’ view of children as agents in 
transition to a sustainable future. As a result, it appeared that Nuri tends to view 
children as members of a group (e.g., family, community and country), while EYLF 
has a tendency to view children as independent and autonomous in the learning of 
sustainability. The difference is related to each country’s different social values and 
cultural differences, in particular, Korean collectivistic culture and Australian 
individualistic culture. In this section, I will explain the different views/positions of 
children aligned with the five dimensions (belonging, wellbeing, exploration, 
communication, and contribution) and their impacts on the understanding of the 
concept 2 with respect to Korean collectivistic culture and Australian individualistic 
culture. In addition, I will discuss the meaning of ‘agents’ with the consideration of 
two curriculum documents’ different view of children.      
 
6.2.1 Belonging: Children’s position in society 
In collectivistic culture, each person belongs to a group and is encouraged to be an 
active player in society, to do what is best for society as a whole, rather than what is 
best for themselves (Oyserman, Coon & Kemmelmeier, 2002). In an individualistic 
culture, each person is regarded as an ‘I’ identity and encouraged to do things on 
their own; to rely on themselves (Oyserman et al., 2002 as cited in Hofstede, 1980). 
With this understanding, the meaning of belonging is different between the two 
curriculum documents. This understanding can be visually presented as follows:  
 
Nuri curriculum 
 
EYLF 
 
Figure 6.5 Children’s position in society as indicated by Nuri and EYLF 
 
Group Group Child Child 
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In the Nuri, belonging means that individuals follow the expectations and regulations 
of the group including family, communities and nations. In this sense, children’s 
position and roles are determined depending on the group/society. In the EYLF, 
individuals explore groups that they are interested in, and are believed to develop 
their identity in the chosen group. In this sense, the EYLF views children as more 
independent and autonomous individuals than that of the Nuri. When such contrast 
between Nuri and EYLF is inversely interpreted, children’s capabilities to be served 
for community for the Nuri and accepted social roles and norms for the EYLF need 
to be explicit for inclusive sustainability.  
 
6.2.2 Wellbeing: Children’s position in relationship with others 
Collectivistic societies value cooperation, solidarity, and conformity and thus people 
in these societies tend to make more references to others and emphasise group goals 
(Ali, Krishnan, & Camp, 2006; 2005). This means that individuals engage more in 
relation and context rather than themselves. It is related to allocentric philosophy that 
means being centred in people or places other than oneself (Dreamson, in press; 
Oyserman et al., 2002). On the other hand, an individualistic society values self-
reliance, independence, autonomy and personal achievement (Park & Nuntrakune, 
2013). Thus, people in this type of society focus on their own desires, needs, and 
goals, which can be linked to idiocentric which tends to pay more attention to the 
internal attributes, and their own beliefs and emotions (Oyserman et al., 2002; 
Dreamson, in press; Williams, 2003). The following figure was created to compare 
the relationships embedded in the Nuri and the EYLF. 
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Nuri curriculum 
 
EYLF 
 
 
Figure 6.6 Children’s position in relationship with others as indicated by Nuri and 
EYLF 
 
The Nuri curriculum document promotes that individuals’ wellbeing can be realised 
in an allocentric way of life within social relationships, while the EYLF curriculum 
emphasises that individuals’ motivation and participation in social activities can 
determine ones’ wellbeing. These understandings indicate that the Nuri views 
children as individuals related to others whereas the EYLF views children as 
independent separated from others.  
 
6.2.3 Exploration: Children’s position in education 
The purpose for learning in a collectivist culture is to acquire the customs and norms 
of that society in order function better as an in-group member (Dreamson, in press; 
Oyserman et al., 2002; Williams, B, 2003). According to Oyserman and Lee (2008), 
the aim of education in collectivistic society is to learn ‘how to do’ in cooperating 
and collaborating with others. This aligns with holistic education which is based on 
the premise that each person finds identity, meaning, and purpose in life through 
connections to the community, to the natural world, and to humanitarian values such 
as compassion and peace (Dreamson, in press; Nisbett, Peng, Choi & Norenzayan, 
2001). Holistic education aims to call forth from people an intrinsic reverence for life 
and a passionate love of learning (Park & Burgh, 2013). In addition, education is 
concerned with the development of a person’s intellectual, emotional, social, 
physical, artistic, creative and spiritual potentials (Dreamson, in press).  In this sense, 
the Nuri’s attention to children’s ‘participating’ into learning and ‘enjoying’ of the 
learning experiences working with others can be related to this holistic approach. The 
Child 
Child 
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Nuri seems to view children as “whole” individuals who are well balanced in their 
outlook on life and their personal understanding of themselves in relation to the 
world (Nisbett et al., 2001). On the other hand, the purpose of education in an 
individualist culture is to learn ‘how to learn’ (Oyserman & Lee, 2008). This learning 
continues on throughout individuals’ life readying the individual for life with other 
individuals and new situations. This is related analytic education, which is based on 
the premise that each person understands concepts, finds difficulties, and learns step 
by step independently (Oyserman & Lee, 2008). Analytical learning aims to find 
solution and reach goal (Williams, 2003). The EYLF focuses on ‘seeking solutions 
(goal/achievement)’ in children’s exploring activities and views children as 
“Independent” individuals who are able to learning by themselves and develop their 
abilities (Nisbett et al., 2001). In summary, as shown in the following figure, 
education is perceived as a non-linear and integrative approach in the Nuri whereas it 
becomes a linear and intervenient process to facilitate children’s achievement in the 
EYLF.  
 
Nuri curriculum 
 
EYLF 
 
 
Figure 6.7 Children’s position in education as indicated by Nuri and EYLF 
 
Both Nuri and EYLF seem to suggest that children have abilities to explore their 
environment and solve problems, however for Nuri, children tend to learn the 
responsibilities/roles within their society with others while for EYLF, children can 
develop their skills and capacities independently through education.   
 
6.2.4 Communication: Children’s position in communication   
The Nuri tends to focus on individuals’ self-awareness on the relationships that is 
related to intrapersonal communication (e.g., from the Nuri statements) whereas the 
Child Child 
Society 
Goal 
Education 
Education 
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EYLF tends to highlight self-awareness on own goals (e.g., from the EYLF 
statements) that can be explained with interpersonal communication. First, 
intrapersonal communication takes place within a single person, often for the 
purpose of clarifying ideas or analysing a situation (Oyserman et al., 2002; Knutson, 
Hwang, & Vivatananukul, 1995). In Eastern contexts, it refers to an active listening 
technique to oneself who is able to listen and act in accordance with what their 
‘collective’ mind tells on a particular situation (Nisbett et al., 2001). The 
interpersonal communication is a practice of self-awareness that involves three 
factors: beliefs, values and attitudes (Oyserman et al., 2002). In other words, it is 
socially and culturally constructed and the firmness of collective mind is much 
stronger in collectivistic society like Korea. This is a reason why the Nuri highly 
addresses individual children’s self-awareness, self-reflection, contextual 
perceptions, and social relations cross the statements. Second, interpersonal 
communication involves a direct face-to-face relationship between the sender and 
receiver of a message, who are in an interdependent relationship (Weiner, 2000; 
Knutson et al., 1995). The purposes of interpersonal communication are to influence, 
help and discover, as well as to share and play together (Weiner, 2000). As seen in 
the statements, EYLF tend to emphasise self-motivated individuals and value 
personal goals and achievement, self-managing and responsible individuals.  
 
 
             Nuri curriculum   
 
EYLF 
     
Figure 6.8 Children’s position in communication as indicated by Nuri and EYLF  
 
As shown in the figure, children in the Nuri are encouraged to practise intrapersonal 
communication with being aware of a collective mind, which presumes individuals’ 
Child Other child Child Other child 
Self 
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minds are interconnected. On the other hand, children in the EYLF are positioned in 
person-to-person communication that is mediated by an object and an event.  
 
6.2.5 Contribution: Children’s position in community  
The analysis of the Nuri and the EYLF shows that the latter tends to hold 
individualist community oriented and the former is supportive of collectivist 
community oriented. Individualist community operates based on individual needs 
whereas collectivist community considers the needs of others that are more than 
personal needs. In this sense, collectivists tend to advocate high context culture 
whereas individualists practise low context culture. A high context culture is 
characterised with relational, contextual, and contemplative qualities, whereas a low-
context culture tends to value logical, linear, and action-oriented qualities (Hall, 
1976). The community in the latter context relies heavily on explicit and direct 
communication between the members and individuals are required to have more 
responsibility to keep up their knowledge based towards the community. On the 
other hand, the former values relational, intuitive and contemplative practise of 
individuals that emphasise interpersonal relationships and developing trust between 
individuals in a community is the most important action towards community 
engagement.  
 
Nuri curriculum 
 
EYLF 
 
Figure 6.9 Children’s position in community as indicated by Nuri and EYLF and 
their contribution 
 
As illustrated in the figure above, collectivistic community orientation highlights 
children’s innate engagement in the given community and their participation has 
been managed by the set values, whereas individualist community orientation 
emphasises individual children’s right and responsibility that needs to be self-
Community Community Child Child 
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motivated and education should facilitate the participatory motivation towards 
community.  
 
6.2.6 The meaning of ‘agent’ in ECEfS 
Table 6.1  
 
Children’s positions 
Children’s position in: Nuri EYLF 
Society A member of group who is 
encouraged to be an active 
player 
‘I’ identity who is encouraged 
to do things on their own 
Relationships with others Individuals related to others 
(Engage more in relation and 
context rather than themselves) 
Independent separated from 
others 
(Focus on their desires, beliefs 
and goals) 
Education Whole individuals who learn 
responsibilities/roles within 
their society with others 
Independent who are able to 
learn by themselves and 
develop their abilities  
Communication Children in mind-to-mind 
communication 
Children in person-to-person 
communication 
Community  Children’s innate engagement 
in the given community 
Individual children’s right and 
responsibility 
 
As summarised in a table above, the comparative analysis of the five dimensions of 
concept 2, Children as Agents of Change for Sustainability, indicates that Nuri 
approaches each dimension in a holistic way, whereas EYLF uses each dimension as 
a framework for individual learners’ intellectual abilities. On the surface, both 
curriculum documents address children as agents of change for sustainability, yet the 
underlying values towards concept 2 are very different, which was illustrated in the 
figure below. The Nuri presumes that children have the potential to develop their 
abilities to ‘restore’ the intrinsic social and natural relationships with humankind, 
which lead to sustainable communities. The EYLF tends to regard children as 
independent entities that can have an objective to ’develop’ sustainable communities.   
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Nuri curriculum 
 
EYLF 
 
Figure 6.10 Children’s position in EfS, as seen by the two curriculum documents 
 
The Nuri’s approach offers an ethical foundation to concept 2 in which 
‘sustainability’ needs to be restored as it is the given goals for humankind, but it is 
also unclear what individuals are supposed to do for ‘sustainable community’ that 
have a number of political, economic, social, and ethical issues as well as 
individuals’ capacity as agents of change. On the other hand, the EYLF has the 
apparent view on children as agents of change in which they have natural abilities to 
change the environment towards sustainable community, yet it does not clearly 
define what children as agents of change are supposed to do for sustainability as it 
does not define what sustainable community is.  
  
Both curriculum documents are not explicit about ‘sustainable community’ and the 
educational identity of learners, which does not resolve the ambiguity of children as 
agents of change for sustainability. While the Nuri articulates the relationship 
between individuals and nature and education should serve for children to be 
responsible individuals for the restoration of the relationship between humankind and 
nature, the EYLF highlights that individual children are educated to develop their 
capabilities to contribute to the goals of community. The latter is closer to the 
‘children as agents of change’, which is similar to the children’s position in the 
current ECEfS (see figure 6.11), yet the former, which it offers a pedagogical 
foundation for EfS, cannot be disregarded.  
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Figure 6.11 Current children’s position in ECEfS 
 
 
 
 
 
 
Figure 6.12 Proposed children’s position in ECEfS 
 
The comparative analysis implies that a mixture of independent learning (e.g., self-
directed critical thinking and problem solving, disciplinary based learning) and 
interdependent (e.g., group-driven, collaborative, experiential and problem based 
learning, interdisciplinary learning) could be a new foundation for children’s position 
in ECEfS as illustrated in the figure above. The figure highlights that 1) children 
needs to be placed in the concept of sustainable community and 2) the role of 
education helps children realise their social and cultural position and identity and 
facilitate their engagement and participation in sustainable community through 
values of interdependence and independence.   
 
Sustainable community 
Sustainable 
Community 
Children 
Independent 
Education 
Individual children  
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Independence & 
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6.3 EVERYDAY LIFE IN EARLY CHILDHOOD EDUCATION FOR 
SUSTAINABILITY: SACRED VS SECULAR 
This study examined how young children’s everyday lives are featured in each 
curriculum document for EfS. As a result, it was found that the Nuri tends to regard 
‘everyday lives’ as the place where children should adapt themselves by learning 
from family, educators, friends and community members. For the EYLF, ‘everyday 
lives’ are ‘opportunities’ for children to learn social values and culture. The 
difference can be explained with their dominant pedagogies such as visual-spatial, 
auditory-sequential, relational-contextual, and abstract-conceptual, influenced by 
Korean collectivistic culture and Australian individualistic culture.  
 
6.3.1 Approach to everyday life between Nuri and EYLF 
As seen from the analysis of concept 1 and 2, the Nuri constantly emphasises 
individuals’ (social and cultural) positions in diverse places and the EYLF focuses on 
individuals’ knowledge and skills that can be further developed with more 
opportunities, which are evidence of the contrast between visual-spatial and auditory-
sequential, and between relational-contextual and abstract-conceptual thinking. 
Visual-spatial learning focuses on individuals’ experience – what they see and what 
they feel in their learning space - which is more intuitive, empirical and synthetic 
learning (Nisbett et al., 2001). Auditory-sequential learning focuses on understanding 
of what individuals listen, which can be more successive, analytic, logical and 
rational learning (Nisbett et al., 2001). For the Nuri, home, childcare centre and 
community are the physical place where children adapt themselves as a member of 
group. In order to be adapted to a society or community, children need to know their 
given responsibilities and learn social and cultural values that can be acquired by 
individual’s experiences (Park & Nuntrakune, 2013). This means that the places are 
where children need to be merged through experiences. On the other hand, for 
EYLF, the three learning sites are places where children learn and practise social and 
cultural values and norms. An individual child’s self-awareness and -motivation 
becomes crucial to know the external world where various places offer various 
opportunities and require relevant responsibilities.  
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Nuri curriculum 
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Figure 6.13 Approach to children’s everyday lives, as seen by the two curriculum 
documents 
In sum, for the Nuri, nature, outdoor and everyday lives are the ‘scared places’ where 
children intrinsically belong to and are required to continue to practise the assigned 
social relationship and cultural values, whereas, for the EYLF, the places are more 
conceptual and secular in which they offer ‘opportunities’ for children to develop 
their abilities such as leadership and where they can practise social norms that they 
have learnt. The different between ‘sacred places’ and ‘secular places’ can be further 
articulated with Hall’s (1976) theory of high context and low context culture. The 
latter is defined as an individualistic culture that promotes abstract-conceptual 
thinking for problem-solving and reasoning in education and the former as a 
collectivistic culture that emphasises relational-contextual thinking for group 
harmony and cooperation in education. For example, in relation to the second 
dimension (childcare centre) of concept 3, the Nuri addresses children’s living in 
harmony with others, and playing with friends through cooperation, whereas the 
EYLF asks children open to new ways of seeing the world and a willingness to 
explore. In relation to the second dimension (childcare centre), in addition, the EYLF 
states children build relationship with others, developing their social and cultural 
heritage, and make predictions about their daily activities. In this sense, abstract-
conceptual thinking is the capacities to understand a situation or problem by 
identifying patterns or connections, and addressing key underlying issues, which is 
Children Children 
Place (Belonging) 
Everyday lives Everyday lives 
Place (Opportunity) 
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problem solving based on the cognitive process of abstraction and conceptualisation 
(a process of independent analysis in the creative search for new ideas or solutions). 
On the surface, consequently, the Nuri’s ‘sacred places’ and the EYLF’s ‘secular 
places’ opposite each other, yet, if we see both as a whole, then children need to be 
encouraged to practise a holistic approach including relational, contextual and 
conceptual to sustainability in education. Otherwise, as shown in the figure 6.13, 
children neither develop individuals’ capacities nor cultivate social-moral 
responsibilities for sustainable community.     
6.3.2 Relational, contextual and conceptual approaches to everyday life 
The comparative analysis of concept 3 indicates that Sustainability in Young 
Children’s Everyday Lives are neither substantial nor practical, in that both are not 
inclusive of ‘sustainability’ beyond educational institutions. Therefore, the concept 3 
needs to be inclusive of ‘beyond educational institutions’ in relational, contextual, 
and conceptual ways. First, ‘relational’ means everyday life for EfS needs to address 
the children’s position in the relationships between family and community. Second, 
‘contextual’ means it needs to be combined with social and cultural values and 
norms. Third, ‘conceptual’ is to develop EfS to be applicable to individual children’s 
awareness and capabilities in different institutions and contexts. These three points 
can be visualised like a figure below. 
 
 
 
 
 
 
 
 
 
 
Figure 6.14 Proposed approach to children’s everyday lives in ECEfS 
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As figure 6.14 shown, within the proposed approach to everyday lives, children are 
expected to practise social and cultural values, cultivate their capacities, and 
understand their responsibilities, which is a compound of the Nuri and the EYLF. In 
the Nuri, children is an individual who is already placed inside their everyday lives 
and they obtain knowledge and learn skills what family, educational institution, 
community, nature and outdoor provide rather than they are given an opportunity to 
choose a place. While, in the EYLF, even though children are placed inside their 
everyday lives, they tend to participate into the place to gain opportunities that their 
family, educational institution, community, nature and outdoor can offer. However, 
by combining the two approaches to children’s everyday lives, children can be 
placed unrestrictedly. This means that through children’s moving towards outside 
with a target, children develop their abilities such as problem solving, decision-
making and leadership, on the other hand, by staying on/at their place, children  can 
learn their responsibilities  as a member of group. In addition, through the moving on 
a two way, children can practice their cultural and social values with connections 
between family, childcare centre, community, nature and outdoor. 
 
6.4 APPROACHES TO INCLUSIVE SUSTAINABILITY FOR EDUCATION  
This chapter explored each country’s understanding of sustainability and its relation 
to social and cultural dimensions. As a result, the understanding can be explained in 
three sections: view of nature, children’s identity, and approach to everyday lives.  
First, monistic and dualistic cultures influence the view of nature and this view 
impacts on individuals’ role/identity towards nature, economic and social activities. 
Second, collectivistic and individualistic cultures impact on each country’s view of 
children as agents of change. Both curriculum documents apparently regard children 
as agents of change for sustainability; however the fundamental presuppositions are 
different. The Nuri seems to focus on children’s potential to develop their abilities to 
restore the inherent social and natural relationships with humankind, which lead to 
sustainable societies. On the other hand, the EYLF tends to view as children as 
independent entities that have capacities to develop sustainable communities. Finally, 
each curriculum document approaches to children’s everyday lives in sacred and 
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secular aspects. For the Nuri, everyday lives are the ‘sacred places’ where children 
belong to and are asked to practise the given social relationships and cultural values, 
whereas for the EYLF, the places are more secular where children can have/obtain 
opportunities to develop their abilities and practise social norms as they are 
independent of places.  
 
With the findings, current concept of sustainability should consider to include not 
only individuals’ responsibilities and abilities but also view of nature for socially and 
culturally inclusive concept of sustainability. The meaning of ‘agents’ should be 
redefined with both views children as a member of group and as independent entity. 
This means that the current education for sustainability also should transform into a 
more inclusive way that includes two values of interdependence and independence. 
In addition, children’s everyday lives should be inclusive of beyond educational 
institutions in relational, contextual and conceptual ways. While two documents have 
adapted the current concept of sustainability and EfS principles from WCED report 
and UNESCO documents, the integration of sustainability in a curriculum document 
is quite different in which concepts and dimensions have been understood with their 
social and cultural values and assumptions.  
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Chapter 7 Conclusion:                                  
An Inclusive Understanding of 
Sustainability in Early Childhood Education 
This study endeavoured to explore how the concept of sustainability and how EfS 
principles are cited and represented in South Korean and Australian early childhood 
curriculum documents within each country’s different contexts as well as identify a 
proposal for more culturally inclusive understanding of sustainability and approach 
to EfS. This last chapter reviews the research questions, the purpose of the research 
and methods used for this study, determining if the research aim has been achieved, 
and if the research questions were answered (Section 7.1). This is followed by 
Section 7.2, which summarises not only the findings of the critical document analysis 
of the Nuri and the EYLF but also proposed concept of sustainability and EfS for 
inclusive understanding of sustainability developed from the findings of this analysis, 
both for policy and curriculum developers, academics/researchers as well as teachers 
who are implementing the curriculum documents. The significance of this study and 
the future research possibilities are explored in Section 7.3.  
 
7.1 OVERVIEW OF THE STUDY 
The concept of sustainability has been developed with mostly Western social and 
cultural aspects, and current perspectives of sustainability in early childhood 
education have been framed by academics’/researchers’ lives from the wealthiest 
nations, both East and West (Davis & Elliott, 2014b). This means that curriculum 
documents may be constructed and young children’s learning of sustainability may 
be implemented with less consideration of their social and cultural values and 
assumptions. Therefore, by analysing and comparing two curriculum documents in 
culturally different contexts, this study has strived to provide a more inclusive 
understanding of sustainability and approach to EfS in early childhood. As already 
mentioned in chapter 1 (Background), this study was conducted with robust 
theoretical and conceptual underpinnings. Theoretically, the study was underpinned 
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by an holistic/whole system view of sustainability that has been developed by 
Sterling (2003), while the conceptual foundations are the three concepts that were 
developed by this researcher from the literature (The concept of sustainability, 
Children as agents of change for sustainability, and Sustainability in young children's 
everyday lives). For both the theoretical and conceptual underpinnings, there is a 
particular focus on the social-cultural aspects of sustainability; however, this study 
has been conducted focusing more on its conceptual underpinnings than on the 
theoretical underpinning. 
 
The purpose of this study was to analyse and compare current early childhood 
national curriculum document relevant to EfS in South Korea and Australia. This 
research aim has been achieved, with a critical document analysis based on the work 
of Fairclough, critical discourse analysis (1992), revealing that there are similarities 
and differences between the two curriculum documents in adaptation and integration 
of sustainability within their contexts. The three stages of critical document analysis: 
description (text analysis), interpretation (processing analysis) and explanation 
(sociocultural analysis) were implemented. In each stage, two documents were 
analysed and compared to identify the answers to the research question including the 
three sub-questions. Table 7.1 provides the brief answers of the research question. 
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Table 7.1  
The research question including the three sub-questions and their answers 
Research questions Answers 
Nuri EYLF 
How are the sustainability concepts 
and EfS principles represented within 
the South Korean and Australian 
early childhood education curriculum 
documents?  
 Both countries first begin to understand sustainability 
concepts and EfS based on WCED reports and UNESCO 
documents, yet the understandings of sustainability between 
two countries are represented in the curriculum documents 
within their social and cultural dimensions  
Sub- 
question 
1 
To what extent is the 
concept of sustainability 
embedded into each 
national curriculum 
document?  
 
Monistic Dualistic 
 Embed within the three 
dimensions of 
environmental, social and 
economic in a more holistic 
way 
 Understanding the concept 
with individuals’ attitude 
and action 
 Insufficient awareness of 
sustainable community 
 Embed within the two 
dimensions of 
environmental and social 
in an more analytic way 
 Understanding the 
concept with individuals’ 
abilities 
 Insufficient awareness of 
sustainable community 
Sub- 
question 
2 
How is the view of 
children as agents of 
change for sustainability 
represented in each 
curriculum document? 
 
Collectivistic Individualistic 
 A member of 
group/community 
 Having the potential to 
develop their abilities to 
restore the society to 
sustainable communities 
 An independent entity 
separated from a group 
 Having capacities and an 
objective to develop 
sustainable communities  
Sub- 
question 
3 
Is education for 
sustainability as an 
everyday feature of young 
children’s lives reflected 
in each curriculum 
document? 
 
Sacred Secular 
 Rarely reflected as an 
everyday feature 
 Viewed as a place where 
children continue to practise 
the given social relationship 
and cultural values  
 Rarely reflected as an 
everyday feature 
 Viewed as a space where 
offer opportunities that 
children can develop their 
abilities 
 
The research question including the three sub-questions has been addressed within 
the three sub-questions through Chapter 4, 5 and 6 of this study. Within the three 
sub-questions, Chapter 4 explored what each document includes and says, chapter 5 
described how the concept of sustainability and EfS principles are represented, and 
Chapter 6 explained each country’s understandings of sustainability within their 
social and cultural contexts.  The details of results of analysis are available in the 
following section 7.2.  
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7.2 FINDINGS AND SUGGESTIONS FOR INCLUSIVE SUSTAINABILITY      
FOR EARLY CHILDHOOD EDUCATION  
This section addresses the findings developed from the three stages of critical 
document analysis within the three concepts in line with the research questions and 
outlines suggestions for inclusive understanding of sustainability and EfS. 
 
7.2.1 Concept 1: The Concept of Sustainability  
This subsection addresses the answers to the question - To what extent is the concept 
of sustainability embedded into each national curriculum document? Concept 1 
consists of three dimensions: environmental, economic and social. The following 
table (7.2) provides the each dimension’s findings in the three stages of CDA. 
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Table 7.2  
 
Findings of Concept 1 
Dimensions  Findings 
Stage Nuri EYLF 
Environmental 1  Including environmental 
phenomena, natural resources 
and caring for nature  
 Including knowledge of nature, 
respect of nature, and the impact 
of human activity 
2  Focusing on nature itself and  
 individuals’ intellectual and 
moral responsibility towards 
nature 
 Focusing on natural and 
constructed environments, and 
individuals’ capabilities towards 
their environment  
3  Humans are part of nature 
(Nature is a whole) – Monistic 
culture 
 Focusing on nature itself and 
individuals’ responsibilities as a 
member of a community  
 Humans are separated from nature 
(Nature is an object) – Dualistic 
culture 
 Focusing on relationship between 
human and nature, and  
individuals’ abilities as an 
independent entity 
Economic 1  Including diverse occupations 
and money usage 
 
2  Focusing on individual-related 
economic activities and 
responsibility 
 Inferring that EYLF does not 
include ‘economic’ in young 
children’s learning because they 
are too young to understand it 
3  Understanding economic in 
holistic way within sustainable 
community and nature 
 Individuals’ participating in and 
responsibilities for economic 
activities 
 Understanding economic as the 
independence and 
interdependence as one of the 
three dimensions 
 Focusing on valuing the 
relationships between three 
dimensions 
Social 1 
 
 Including health and food, 
diversity, safety, and public 
rules 
 Including needs, rights, cultural 
diversity, and healthy lifestyles 
2 
 
 Healthy society with 
individuals’ knowledge, ethical 
roles and responsibilities 
 Healthy society with individuals’ 
awareness of social issues and 
social equality 
3  Understanding social in a 
holistic way within sustainable 
community and nature 
 Individuals’ participating in and 
responsibilities for social 
activities 
 Understanding social as the 
independence and 
interdependence as one of the 
three dimensions 
 Focusing on valuing the 
relationships between three 
dimensions 
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Two countries’ different culture impact on their view of nature and children’s 
identity, and the difference leads to different understandings of the concept of 
sustainability in curriculum document. The Nuri, in a monistic culture, tends to 
reflect that humans are part of nature, while the EYLF, in dualistic culture, has a 
tendency to imply that human are separated from nature. These different views of 
nature impact on children’s identity, for example, the Nuri focuses more on 
individuals’ ethical response and responsibility towards environment/nature, 
economic and society. It presumes that children have potential ability to develop 
their capacities to restore the inherent social and natural relationships with 
humankind, which lead to sustainable community. On the other hand, the EYLF 
tends to concentrate on individuals’ capabilities towards sustainable environment and 
community, regarding children as independent entities who can have an objective to 
develop sustainable community. 
 
For a more inclusive understanding of the concept of sustainability, the current 
concept should consider including ‘education’ as an equal dimension to the three 
dimensions. In spite of the different focus, both Nuri and EYLF commonly 
emphasised individuals’ role/attitude towards sustainable community, and the 
attitudes would be foundations of building a sustainable future, which will be 
cultivated through education. In addition, the current concept of sustainability seems 
to aim towards monistic/holistic values that focus on harmony between people and 
their natural environments. For this reason, the concept of sustainability needs to 
refine the meaning of nature in a more philosophically and culturally inclusive. 
 
For young children’s education for sustainability, the Nuri needs to be clear the 
meaning of sustainability because from the point of view of monistic philosophy, the 
meaning of nature and sustainability can be too broad. This may bring some 
confusion in understanding environmental, economic and social dimensions, and 
sustainable community. The EYLF should attempt to develop the concept of 
sustainability in a culturally inclusive way. With the consensual concept of 
sustainable community, a particular ethnic group might be excluded if it has potential 
disagreement.   
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The Nuri seems to embed the concept of sustainability within the three dimensions 
(environmental, economic, and social) in a more holistic way, which is influenced by 
their monistic cultural values and assumptions, yet it was represented little in relation 
to sustainable community. On the other hand, the Nuri understands sustainability 
concepts with individuals’ attitude and actions towards family, neighbourhood, 
nation that is regarded as belongings of nature. The EYLF represented the concept of 
sustainability based on the three dimensions of the concept of sustainability in a more 
analytic way, which is influenced by their dualistic cultural values and assumptions. 
Yet as little attention to awareness of sustainable community, it seems to focus on 
their current social and environmental matters rather than the fundamental 
relationships between nature and human beings. As a result, the EYLF tends to 
restrict the sustainability concepts in individuals’ cognitive abilities to 
change/develop their society. Overall, both curriculum documents attempt to 
represent sustainability concepts within the three dimensions of the concept of 
sustainability and individuals’ role within different cultural contexts. For inclusive 
sustainability in education, both documents need to be inclusive of the meaning of 
sustainable community, which could assist children to be aware of their social 
position, moral responsibilities, and learning opportunities for sustainable 
community. 
 
7.2.2 Concept 2: Children as Agents of Change for Sustainability  
This subsection describes the answers to the question - How is the view of children 
as agents of change for sustainability represented in each curriculum document? 
Concept 2 consists of five dimensions: belonging, wellbeing, exploration, 
communication and contribution. The following table (7.3) provides the findings of 
each dimension gained from the three stages of analysis. 
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Table 7.3  
 
Findings of Concept 2 
Dimensions Findings 
Stage Nuri EYLF 
Belonging 1  Understanding of family,  
neighbourhood and country 
 Exploring children’s world and 
feeling of belonging 
2 
 
 
 Individuals’ moral responses 
and responsibilities towards 
given social relationships 
 Individuals’ capacities and 
capabilities towards their chosen 
group  
3  Individuals’ position and role 
determined depending on the 
group and society 
 Individuals’ exploration of group 
and developing their identity  in 
the chosen group  
Wellbeing 1 
 
 
 Consideration of others and  
nature, and the relationships 
with others in harmony 
 Consideration of others and 
nature, and building secure 
attachment with others 
2 
 
 
 
 Individuals’ social 
relationships as part of natural 
phenomena that cannot be 
amended - Relational driven 
 Individuals’ autonomy and 
participation in social activities - 
Motivation driven 
3  Children as individuals 
related to others 
 Children as independent 
separated from others  
Exploration 1 
 
 Participating in exploring 
around children with inquiry 
skills 
 Exploring new and unexpected 
challenges with experiences and 
strategies in various ways 
2 
 
 
 
 A social process that the 
individual participants 
understand their engagement 
as a whole - non-linear 
approach 
 The development of individuals’ 
capacity of problem-solving, 
decision-making, and cooperation 
- linear approach 
3  Learning of the 
responsibilities and roles 
within society with others 
 Developing children’s skills and 
capacities independently through 
education 
Communication 1  Expressing feeling and 
thoughts 
 Expressing feelings and ideas, 
and communicating with others 
2 
 
 
 Individuals’ communication 
skills that focus on interaction 
and sharing within a group 
 Individuals’ motivation and 
ability to achieve a goal through 
interpersonal community 
3  Mind-to-mind communication  Person-to-person communication 
Contribution 1   Contributing to group work using 
ideas and experiences 
2  Inferring that contribution is 
unnecessary since it has been 
merged in other dimensions  
 Individuals’ practice of social 
responsibilities as independent 
entities 
3  Children’s innate engagement 
in the given community 
 Individuals’ right and 
responsibility that needs to be 
self-motivated 
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The analysis of concept 2 shows that children in the Nuri are regarded as a member 
of community and are required to know their responsibilities and learn their social 
and cultural values in harmony with others in a group. On the other hand, the EYLF 
tends to view children as independent separated from a community, and they can 
develop their abilities themselves to achieve a goal. Current view of children in 
ECEfS is much closer to the view of EYLF. Children are drawn as problem seekers, 
solvers, decision-makers, active participants, critical thinkers and contributors in the 
current EfS and the meaning of ‘agents’ includes these perspectives. However, this 
study provides different aspects of children’s position/identity that the Nuri 
emphasises, but are not emphasised from current EfS principles. Thus, for a more 
culturally inclusive understanding of ‘agents’, children should be considered within 
both aspects of children as a member of group and as an independent entity. This 
means that children can engage and participate in a sustainable community as 
interdependent and independent individuals. Thus, education should be a 
combination of interdependent learning and independent learning.  
 
On the surface, both curriculum documents seem to view children as agents of 
change for sustainability, yet each tends to represent the view within their cultural 
values: collectivistic and individualistic. The differences are revealed/exposed in 
each document, especially in understandings of children’s identity (position, role) for 
a sustainable community. The Nuri tends to place children inside their society, while 
the EYLF has a tendency to locate children outside their society. The Nuri requires 
children to know and act their responsibilities as a member of group, while the EYLF 
asks children as an independent to foster their abilities to change and contribute to 
their community. In the context of sustainable community, overall, we can presume 
that, in the Nuri, children are represented as individuals who are given the innate 
responsibilities to develop their abilities to restore the community to sustainable 
community, whereas, in the EYLF, children are requested to build individuals’ 
capabilities in order to build sustainable community. Consequently, the comparative 
analysis of the two curriculum documents implies that the concept, children as agents 
of change for sustainability needs to be extended to define children’s social positions 
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and cultural identities in a way to establish the children’s existential aspects of 
sustainable community for inclusive sustainability in education. 
 
7.2.3 Concept 3: Sustainability in Young Children’s Everyday Lives 
This subsection explains the answers to the question - Is education for sustainability 
as an everyday feature of young children’s lives reflected in each curriculum 
document? Concept 3 consists of five dimensions: home, childcare centre, 
community, nature and outdoor. The following table (7.4) provides the findings of 
each dimension gained from the three stages of analysis. 
 
Table 7.4  
 
Findings of Concept 3 
Dimensions Findings 
Stage Nuri EYLF 
 
 
 
Home 
Childcare Centre 
Community 
1  Key words such as everyday 
activities, everyday life, daily 
life, and teachers, etc.  
 Key words such as daily 
activities, educators, family, and 
community, etc. 
2  The Place to learn and 
practice individuals’ moral 
responsibilities  
 The Place to do something 
with others and to others 
 Place to develop individuals’ 
identity 
 Place to learn rules in social 
group 
 Place to shape relationships with 
others 
3  The place where children 
adapt themselves as a member 
of group 
 A place where children learn and 
practice social and cultural 
values and norms 
 
 
Nature 
Outdoor 
1  Key words such as everyday 
activities and everyday life, 
etc. 
 Key word ‘daily activities’ 
2  Place to gain knowledge  Place to predict and generalise 
3  The sacred places where 
children continue to practices 
social relationship and 
cultural values 
 More conceptual in which they 
offer opportunities that children 
can develop their abilities  
 
In relation to children’s everyday lives, the Nuri tends to view the concept of 
everyday lives as different places where children can practise social relationships and 
cultural values, and emphasised individuals’ social and cultural positions in diverse 
places. While the EYLF views it in a conceptual understanding that offers 
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opportunities for children to develop additional skills. The aspects of everyday lives 
between the two countries are influenced by their cultural values and pedagogical 
philosophy including sacred and secular, and relational-contextual thinking and 
abstract-conceptual thinking. This comparative analysis of the concept of 3 between 
Nuri and EYLF indicates that sustainability is rarely reflected as an everyday feature, 
and children’s daily life in both the curriculum documents is cited in neither 
substantially nor practically. For ECEfS, everyday lives should be regarded not only 
as children’s learning sites where they can gain knowledge relevant to sustainability 
(environmental, economic, social) but also as the place where they practise social 
relationships and cultural values. Through the everyday activities, children can feel 
the sense of belonging, shaping the relationship with others, and become healthy 
citizens who attempt to make/build sustainable future. For this reason, everyday lives 
need to be defined within participatory and inclusive sustainable community rather 
than simply mentioning as their home, childcare centre, community, nature, and 
outdoor separately. Then, all ‘places’ around children become relational, contextual 
and conceptual for sustainable community where individual children become the 
agent of change for sustainability through the participation in the ongoing 
development of sustainable community.      
7.3 SIGNIFICANCE OF THIS INVESTIGATION AND FUTURE RESEARCH 
POSSIBILITIES 
In this study, the South Korean Nuri curriculum and the Australian EYLF were 
analysed and interpreted using the three stages of critical document analysis to 
investigate three key ideas related to sustainability: The Concept of Sustainability 
itself, Children as Agents of Change for Sustainability, and Sustainability in Young 
Children’s Everyday Lives. As a result of first stage (text analysis), it was found that 
both countries’ curriculum documents have low levels of reflecting on sustainability 
and addressing EfS, and each concept seems not to be holistically considered and 
reflected in the curriculum documents. With the second and third stage of the 
analysis, it was found that the two documents’ understanding of sustainability 
concepts and EfS principles could be explained within their social and cultural 
contexts and this revealed that cultural and social contexts affect an understanding of 
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the current concept of sustainability. The Nuri tends to accept the concept of 
sustainability in a more inclusive way because of Korea's monistic and collectivistic 
culture, while the EYLF, based in a more dualistic and individualistic culture, 
analytically applies the concept of sustainability within contemporary Australian 
social issues. It could be stated that the Nuri offers an ethical foundation to Concept 
2 in which ‘sustainability’ needs to be restored as it is given goals for humankind, 
while the EYLF seems to view children as agents of change where they are seen as 
having natural abilities to change environments towards a more sustainable 
community. This means that children guided by the Nuri or the EYLF could have 
different approaches to practice or action for sustainability. For example, children 
learning under the Nuri turn off the tap to save water with the belief that nature can 
be conserved by doing it, while children using the EYLF could turn off the light to 
save energy for building and sustainable environment. These different recognitions 
of sustainability could influence direction, goals and practice of education for 
sustainability. However, in both curriculum documents, it is undecided what children 
as agents of change are supposed to do for sustainability as neither defines what 
sustainable community is. In relation to Concept 3, the Nuri and the EYLF indicate 
that children’s everyday lives are neither extensive nor practical, in that both are not 
inclusive of ‘sustainability’ beyond educational institutions. For an inclusive concept 
of sustainability, the three dimensions of sustainability (environmental, economic, 
social) need to be reviewed according to the view of nature, and education needs to 
be an additional dimension as a conceptually equal dimension to the other three. In 
addition, the meaning of sustainable community and the educational identity of 
learners should be articulated in both curriculum documents to resolve the ambiguity 
of children as agents of change for sustainability. This means that children’s 
positioning needs to be placed in the concept of sustainable community and through 
education children can realise their social and cultural position and identity.  
 
The concept of sustainable community can be explained/extended with two points: 
linking the three dimensions of sustainability together, and offering an holistic/whole 
systems view of a sustainable community Where this can be achieved/developed 
with a balance of healthy environment, economic efficiency and social wellbeing 
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(Rogers & Ryan, 2001). The Minnesota Sustainable Economic Development and 
Environmental Protection Task Force (Minnesota SEDEPTF) (1995) defines a 
‘sustainable community’ as a "community that uses its resources to meet current 
needs while ensuring that adequate resources are available for future generations" (p. 
13). This definition implies that a sustainable community is continually adjusting to 
meet social and economic needs while also protecting the environment’s ability to 
support it. Thus, a sustainable community does not describe just one type of 
neighbourhood, town, city or region; rather it seeks a better quality life for all, 
though recognising that activities for sustainability may be different from community 
to community (Roseland, 2000). The other point is that a sustainable community 
should be viewed in a holistic way. In Western culture, planning for a sustainable 
community is goal-oriented, which is about sustainable community development 
(Roseland, 2000). This means that the current concept of a sustainable community 
focuses on public participation (Owens, 1992), decision-making (Crowfoot & 
Wondolleck, 1990), the role of local government (Gilbert, Stevenson, Gitadet & 
Stren, 1996), and planning for action with leadership (Roseland, 2000) However, in 
Eastern cultures, a sustainable community is not one that can be created by people; 
rather it is changed/restored while people are living in a sustainable way with their 
responsibilities toward their community. It seems to be more process-oriented 
development. For a more complete sustainable community, these two different views 
may be needed, and the definition of a sustainable community is perhaps a 
combination of these two perspectives arising from different cultural contexts.  
 
With these two points in mind, if we seek to provide a more holistic concept of a 
sustainable community for children within their curriculum document, then as both 
learners and citizens they may be able to develop their identities as citizens in a 
sustainable society. For example, in the Nuri, children’s skills and abilities as 
independent citizens such as leadership, autonomy, problem-solving, and decision-
making may be represented/highlighted more than what it currently includes, while 
the EYLF may foster children’s responsibilities towards their sustainable community, 
through emphasising greater consideration of others, self-reflection, and harmony 
with others and nature. Even though activities for sustainability can be articulated 
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within the three dimensions of sustainability and each country's or community's 
status or condition, it is clear that children should recognise what they can do and 
what they need to do for a sustainable society to emerge. This begins with a clearer 
definition of a sustainable community. With only a belief in children as agents of 
change for sustainability, children cannot become strong agents for our sustainable 
community. We need to provide them with clear identities — what they can do 
(abilities) and what they should do (responsibilities) for sustainability.    
 
This study has revealed that the concept of sustainability and what defines EfS 
principles has primarily been developed from a narrow range of international 
contexts, in particular from Western culture and mainly from wealthier countries. For 
this reason, consideration of cultures from developing and less developed countries, 
and from those with less -Western orientations would be beneficial to provide a more 
inclusive understanding of sustainability and EfS. For a more culturally inclusive 
understanding of sustainability and EfS, in practice, we should examine other 
countries’ or societies’ results of adapting sustainability to their EfS within their 
curriculum documents with the aim of revealing the impacts of their social and 
cultural values and assumptions. Furthermore, when we investigate other countries' 
education for sustainability, if we explore some of the reasons why communities are 
presently unsustainable, and identify some characteristics of more sustainable 
communities, we might be able to draw new conclusions for the role of citizens, 
educational practices and their governments in moving toward sustainable 
communities.  
 
There are four recommendations arising from this study: policy makers’ 
consideration of diverse contexts; participation from other countries in creating 
curriculum content for EfS; education for teachers and pre-service teachers about 
EfS, and the participation of parents and community members in ECEfS. For the 
development of more socially and culturally responsive curriculum documents 
relevant to sustainability, educators, carers, and community members from diverse 
backgrounds should be involved in designing and constructing curriculum content. 
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This will assist in producing new ideas for children's learning of sustainability by 
sharing ideas and perspectives, and ensuring their cultural relevance 
 
The findings and suggestions identified from this study provide international 
understanding of the concept of sustainability and EfS, and offer a contextualised and 
localised approach to ECEfS, with new perspectives for curriculum policy makers 
and academics across the globe. However, this study only analysed one particular 
section of two curriculum documents because of the limited time. For future research, 
many countries' curriculum documents in early childhood could be analysed and 
other sections of each curriculum document including pedagogy, vision/direction of 
children’s learning and curriculum organisation, principles, practice, purpose and 
goal could be analysed together, which would assist to provide more inclusive 
understandings of sustainability  and EfS. 
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137 statements in the Five learning areas within Korean Nuri curriculum 
 
 
1. Physical Activity & Health 
Areas Content Categories Details of contents  
Perception of body  Raising sensory ability and 
taking advantage of it 
• Be able to distinguish the properties and attributes of an object or a thing through 
sensation. 
• Take advantage of the coordinated use of multiple sensory organs. 
Recognising the body and 
moving it 
• Understand the characteristics of each part of the body and move and use it (with 
a purpose).  
• Perceive my own body in a positive way and move it. 
Motor control & 
basic exercise 
Controlling the body 
(movements) 
• Keep the balance of the body against various postures and movements. 
• Move (the body) with taking advantage of (environmental) elements such as 
space, power, time, and so on. 
• Control the movement with the coordination of each part of the body. 
• Control (strength) the small muscles through eye-hand coordination. 
• Do (practise) various manipulative movements (skills) using equipment. 
Doing basic exercise (physical 
activities) 
• Do (practise) various mobility exercises such as walking, running, jumping, and 
so on. 
• Move the body in various ways in one position. 
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Participation in 
physical activities 
Participating in physical 
activities spontaneously 
• Participate in physical activities voluntarily and constantly. 
• Participate in physical activities with other people (children). 
• Understand the differences in exercise ability between one’s own and others’. 
Doing physical activities outside • Do outdoor activities regularly. 
Doing physical activities using 
equipment 
• Do physical activities using various types of equipment.  
Healthy living Keeping the body (yourself) and 
the (your) surroundings clean 
• Foster the habit of keeping the body (yourself) clean. 
• Forster the habit of keeping the surroundings clean. 
Having a good dietary life • Eat an adequate amount and a balanced diet. 
• Be able to choose healthy foods for body. 
• Cherish foods and keep table manners. 
Having a healthy everyday life • Have a regular sleep (schedule/pattern) and take appropriate breaks. 
• Enjoy participating in everyday activities. 
• Have regular bowel movements. 
Preventing disease • Know methods of disease prevention and use them. 
• Wear clothing properly for the weather conditions and appropriately for the 
situations. 
Safety living Playing safely • Know correct use of tools, toys and equipment, and use them safely. 
• Know if somewhere is safe or not and play safely. 
• Know the risks of (prolonged) viewing TV, and using the Internet and 
communication devices, and so on, and use them properly. 
Complying with safety and road 
rules 
• Know safety and road rules and comply with them. 
• Use transport safely. 
Taking appropriate actions in 
emergency 
• Know how to ask for help when abuse, sexual violence, disappearance, and 
kidnapping occurs, and take an action accordingly. 
• Know how to take appropriate actions in emergency such as disasters and 
accidents. 
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2. Communication 
Areas Content Categories Details of contents 
Listening Listening to words and sentences, 
and comprehending them 
• Pay attention to words' pronunciation and listen to similar words in listening 
and distinguish between them.   
• Listen to a variety of words and sentences, and understand their meanings 
Listening to stories and 
understanding them 
• Listen to others' stories and understand them. 
• Ask a question out of curiosity after listening to a story 
Listening to children's songs, 
poems and stories, and 
understanding them 
 
• Listen to children's songs, poems and stories in various ways and understand 
them.  
• Listen to traditional songs, poems, and stories, and have an interest in  
   Korean language.  
• Listen carefully to others’ stories to the end (all the way).  Listening with a right attitude 
(positive, engaged) 
Speaking Speaking with words and 
sentences 
• Speak with a clear pronunciation. 
• Speak to suit a situation using a variety of words. 
• Speak about things happening in everyday life in various sentences 
(expressions, styles).  
Verbalising feelings, thoughts and 
experiences 
• Express feelings, thoughts and experiences in appropriate words and sentences. 
• Decide on a topic and discuss it with other people. 
• Make a story and enjoy talking about it. 
Speaking to suit a situation with a 
right attitude (a polite manner) 
• Speak to the listener(s) with taking into consideration one’s thoughts and 
feelings. 
• Speak to fit the time, place and person. 
• Speak nicely and politely 
Reading Taking an interest in reading • Find familiar letters in my surroundings and try to read them 
• Take an interest in the story that someone read, and try to read it 
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Developing an interest in reading 
books 
• Enjoy reading books and take care of them. 
• Understand the story with the pictures in the book as (visual) clues. 
• Looking for something you are wondering in the book.  
Writing Taking an interest in writing • Know how to express speech and thought in writing   
• Write name and familiar letters in surroundings 
• Express feelings, thoughts, and experiences in words.  
Using writing instruments • Know how to use writing instruments and use them correctly. 
 
3. Social Relationships 
Areas Content Categories Details of contents 
Knowing and 
respecting myself 
Knowing and cherishing myself • Try to understand myself 
• Respect physical, social and cultural differences between myself and others  
• Think positively about and cherish myself.  
Doing my work by myself • Do what I can do by myself. 
• Plan what I want to do and try to do it. 
Recognising my 
emotions and the 
other’s ones and 
controlling mine.  
Being aware of my emotions and 
others’ ones and expressing them 
• Be aware of my emotion and express it. 
• Be aware of others’ emotion and sympathise them. 
Controlling my emotions • Control my emotion to suit the situation. 
Valuing family Living in harmony with my 
family 
• Know the meaning of family and its value. 
• Live in harmony with my family. 
Collaborating with family • Understand a diversity of family structures. 
• Realise family members should help each other and I practise this. 
Living in harmony 
with neighbours 
Getting on well with friends • Play with friends through cooperation.   
• Resolve conflicts between friends in a positive way. 
Keeping fair with others within 
the community 
• Help others and cooperate with each other.  
• Keep in harmony (manners) with teachers and acquaintances 
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Understanding social values and 
keep them up with 
• Speak and act honestly 
• Be considerate of others and behave such way.  
• Be polite to friends and elders. 
• Keep your promises with others and abide by public rules. 
• Cultivate the habits of conserving nature and natural resources. 
Becoming 
interested in 
society 
Having an interest in local 
community and understand it 
• Attempt to understand my neighbourhood. 
• Have an interest in diverse occupations. 
•Understand how money is used in everyday life. 
Having an interest in our own 
country and understand it 
• Know the symbols of our country and observe the relevant good manners. 
• Have an interest in our country’s heritage, history and culture. 
• Be proud of our nation. 
Having an interest in diverse 
cultures and the world 
• Have an interest in diverse countries and understand we should cooperate with 
each other. 
• Probe on diverse ethnic (race) and culture, and respect them. 
 
4. Experience in Art 
Areas Content Categories Details of contents 
Discovering 
beauty 
Exploring musical elements • Explore music’s dynamics, tempos and rhythms with a variety of sounds and 
musical instruments. 
Exploring motions and elements 
of dance 
• Explore motions, dancing positions, powers, speeds, flows, and so on. 
Exploring visual elements • Explore colours, shapes, textures, and spaces in nature and things.  
Expressing self 
with artistic 
activities 
Expressing with music • Express my feelings and thoughts by singing.  
• Enjoy singing traditional nursery rhythms. 
• Play rhythmic instruments 
• Improvising rhythms and songs.  
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Expressing with kinetics and 
dance 
• Enjoy expressing familiar motions in various ways using my body. 
• Express my thoughts and feelings through motions and dance. 
• Perform creative kinetics using a variety of tools. 
Expressing with art activities • Express my thoughts and feelings with diverse art activities. 
• Participate in cooperative art activities and enjoy them. 
• Use required materials and tools for art activities in various ways. 
Expressing with a dramatic play • Express experiences and stories through a dramatic play. 
• Perform a cooperative dramatic play using props, backgrounds, and costumes. 
Expressing holistically • Express yourself though a holistic understanding of music, motions and dance, 
art, and dramatic plays. 
• Participate in art activities and enjoy the process of creative expression.  
Appreciating art Appreciating diverse art • Listen to or watch diverse music, dance performances, art works and dramatic 
plays, and enjoy them. 
• Value my and others’ artistic expressions. 
Appreciating traditional art • Have an interest in traditional art and become familiar with it. 
 
5. Nature & Discovery 
Areas Content Categories Details of contents 
Developing an 
inquiring attitude 
Maintaining curiosity and 
expanding it 
• Have the constant curiosity about the natural and man-made world.  
Enjoying inquiring processes • Participate in and enjoy an inquiring process to know curious things. 
• Have an interest in others' different thinking in the inquiring process. 
Utilising inquiring skills • Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life  
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Inquiring 
mathematically 
Inquiring into the foundational 
concepts of numbers and 
arithmetic operations  
• Understand various meanings of the numbers used in everyday life. 
• Investigate the relationship between parts and the whole of physical objects’ 
quantity. 
• Count around 20 physical objects and understand the quantity of them. 
• Experience adding and subtracting with physical objects. 
Inquiring into the foundational 
concepts of space and shapes 
• Show location and direction in various ways. 
• Look at objects from different directions and compare the differences. 
• Investigate similarities and differences of basic shapes. 
• Build many different forms using basic shapes. 
Foundational measuring • Compare things in everyday life with the attributes of length, size, weight, and 
volume, and place them in a particular order.  
• Measure length, area, volume, and weight using a measurement that you 
created.  
Understanding regularity • Find repeating frequency in my surroundings, and predict what comes next. 
• Make a regular pattern by myself. 
Being able to collect data and 
show the results at a preliminary 
level 
• Collect necessary information and data. 
• Re-classify a classified data with a different criterion. 
• Represent data through visualisation using pictures, photos, symbols or 
numbers. 
Inquiring 
scientifically 
Inquiring objects and materials • Inquire the basic characteristics of objects and materials around me. 
• Transform objects and materials into different ways. 
Inquiring living things and the 
natural environment 
• Inquire the birth and growth of others and myself. 
• Inquire the characteristics and lifecycles of flora and fauna I am interested in. 
• Have the heart to take care of living things.  
• Understand good environments for living things and green environments. 
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Inquiring natural phenomena • Understand the features of and changes in natural resources such as stone, 
water, and soil 
• Understand the shifting and regularity of day and night, and the seasons. 
• Have an interest in environmental phenomena such as weather and climatic 
change. 
Utilising simple tools and 
machines 
• Utilise simple tools and machines in everyday life 
• Have an interest in new tools and machines and understand their advantages 
and disadvantages 
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Appendix B                                                                                                                                                                                                                          
161 statements in the Five learning outcomes within Australian EYLF 
 
Outcome 1: Children have a strong sense of identity 
Children feel safe, secure, 
and supported 
 
This is evident, for example, when children: 
• build secure attachments with one and then more familiar educators 
• use effective routines to help make predicted transitions smoothly 
• sense and respond to a feeling of belonging 
• communicate their needs for comfort and assistance 
• establish and maintain respectful, trusting relationships with other children and educators 
• openly express their feelings and ideas in their interactions with others 
• respond to ideas and suggestions from others 
• initiate interactions and conversations with trusted educators 
• confidently explore and engage with social and physical environments through relationships and play 
• initiate and join in play 
• explore aspects of identity through role play and sense of agency 
Children develop their 
emerging autonomy, inter-
dependence, resilience and 
sense of agency 
 
This is evident, for example, when children: 
• demonstrate increasing awareness of the needs and rights of others 
• be open to new challenges and discoveries 
• increasingly co-operate and work collaboratively with others 
• take considered risk in their decision-making and cope with the unexpected 
• recognise their individual achievements and the achievements of others 
• demonstrate an increasing capacity for self-regulation 
• approach new safe situations with confidence 
• begin to initiate negotiating and sharing behaviours 
• persist when faced with challenges and when first attempts are not successful 
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Children develop 
knowledgeable and 
confident self-identities 
This is evident, for example, when children: 
• feel recognised and respected for who they are 
• explore different identities and points of view in dramatic play 
• share aspects of their culture with the other children and educators 
• use their home language to construct meaning 
• develop strong foundations in both the culture and language/s of their family and of the broader  
community without compromising their cultural identities 
• develop their social and cultural heritage through engagement with Elders and community members 
• reach out and communicate for comfort, assistance and companionship 
• celebrate and share their contributions and achievements with others 
Children learn to interact 
in relation to others with 
care, empathy and respect 
This is evident, for example, when children: 
• show interest in other children and being part of a group 
• engage in and contribute to shared play experiences 
• express a wide range of emotions, thoughts and views constructively 
• empathise with and express concern for others 
• display awareness of and respect for others’ perspectives 
• reflect on their actions and consider consequences for others 
 
Outcome 2: Children are connected with and contribute to their world 
Children develop a sense 
of belonging to groups and 
communities and an 
understanding of the 
reciprocal rights and 
responsibilities necessary 
for active community 
This is evident, for example, when children: 
• begin to recognise that they have a right to belong to many communities 
• cooperate with others and negotiate roles and relationships in play episodes and group experiences 
• take action to assist other children to participate in social groups 
• broaden their understanding of the world in which they live 
• express an opinion in matters that affect them 
• build on their own social experiences to explore other ways of being 
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participation 
 
• participate in reciprocal relationships 
• gradually learn to ‘read’ the behaviours of others and respond appropriately 
• understand different ways of contributing through play and projects 
• demonstrate a sense of belonging and comfort in their environments 
• are playful and respond positively to others, reaching out for company and friendship 
• contribute to fair decision-making about matters that affect them 
Children respond to 
diversity with respect  
This is evident, for example, when children: 
• begin to show concern for others 
• explore the diversity of culture, heritage, background and tradition and that diversity presents  
opportunities for choices and new understandings 
• become aware of connections, similarities and differences between people 
• listen to others’ ideas and respect different ways of being and doing 
• practise inclusive ways of achieving coexistence 
• notice and react in positive ways to similarities and differences among people 
Children become aware of 
fairness 
 
This is evident, for example, when children 
• discover and explore some connections amongst people 
• become aware of ways in which people are included or excluded from physical and social 
environments 
• develop the ability to recognise unfairness and bias and the capacity to act with compassion and  
kindness 
• are empowered to make choices and problem solve to meet their needs in particular contexts 
• begin to think critically about fair and unfair behaviour 
• begin to understand and evaluate ways in which texts construct identities and create stereotypes 
Children become socially 
responsible and show 
This is evident, for example, when children 
• use play to investigate, project and explore new ideas 
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respect for the environment • participate with others to solve problems and contribute to group outcomes 
• demonstrate an increasing knowledge of, and respect for natural and constructed environments 
• explore, infer, predict and hypothesise in order to develop an increased understanding of the  
interdependence between land, people, plants and animals 
• show growing appreciation and care for natural and constructed environments 
• explore relationships with other living and non-living things and observe, notice and respond to change 
• develop an awareness of the impact of human activity on environments and the interdependence of  
   living things 
 
Outcome 3: Children have a strong sense of wellbeing 
Children become strong in 
their social and emotional 
wellbeing 
 
This is evident, for example, when children: 
• demonstrate trust and confidence 
• remain accessible to others at times of distress, confusion and frustration 
• share humour, happiness and satisfaction 
• seek out and accept new challenges, make new discoveries, and celebrate their own efforts and  
achievements and those of others 
• increasingly co-operate and work collaboratively with others 
• enjoy moments of solitude 
• recognise their individual achievement 
• make choices, accept challenges, take considered risks, manage change and cope with frustrations and  
the unexpected 
• show an increasing capacity to understand, self-regulate and manage their emotions in ways that  
reflect the feelings and needs of others 
• experience and share personal successes in learning and initiate opportunities for new 
learning in their home languages or Standard Australian English 
• acknowledge and accept affirmation 
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• assert their capabilities and independence while demonstrating increasing awareness of the needs and  
rights of others 
• recognise the contributions they make to shared projects and experiences 
Children take increasing 
responsibility for their own 
health and physical 
wellbeing 
 
This is evident, for example, when children: 
• recognise and communicate their bodily needs (for example, thirst, hunger, rest, comfort, physical  
activity) 
• are happy, healthy, safe and connected to others 
• engage in increasingly complex sensory motor skills and movement patterns 
• combine gross and fi ne motor movement and balance to achieve increasingly complex patterns of  
activity including dance, creative movement and drama 
• use their sensory capabilities and dispositions with increasing integration, skill and purpose to explore  
and respond to their world 
• demonstrate spatial awareness and orient themselves, moving around and through their environments  
confidently and safely 
• manipulate equipment and manage tools with increasing competence and skill 
• respond through movement to traditional and contemporary music, dance and storytelling 
• show an increasing awareness of healthy lifestyles and good nutrition 
• show increasing independence and competence in personal hygiene, care and safety for themselves  
and others 
• show enthusiasm for participating in physical play and negotiate play spaces to ensure the safety and  
   wellbeing of themselves and others 
 
Outcome 4: Children are confident and involved learners 
Children develop 
dispositions for learning 
such as curiosity, 
This is evident, for example, when children: 
• express wonder and interest in their environments 
• are curious and enthusiastic participants in their learning 
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cooperation, confidence, 
creativity, commitment, 
enthusiasm, persistence, 
imagination 
and reflexivity 
 
• use play to investigate, imagine and explore ideas 
• follow and extend their own interests with enthusiasm, energy and concentration 
• initiate and contribute to play experiences emerging from their own ideas 
• participate in a variety of rich and meaningful inquiry-based experiences 
• persevere and experience the satisfaction of achievement 
• persist even when they find a task difficult 
Children develop a range 
of skills and processes 
such as problem solving, 
inquiry, experimentation, 
hypothesising, researching 
and investigating 
 
This is evident, for example, when children: 
• apply a wide variety of thinking strategies to engage with situations and solve problems, and   adapt 
these strategies to new situations 
• create and use representation to organise, record and communicate mathematical ideas and concepts 
• make predictions and generalisations about their daily activities, aspects of the natural world and  
environments, using patterns they generate or identify and communicate these using mathematical  
language and symbols 
• explore their environment 
• manipulate objects and experiment with cause and effect, trial and error, and motion 
• contribute constructively to mathematical discussions and arguments 
• use reflective thinking to consider why things happen and what can be learnt from these experiences 
Children transfer and adapt 
what they have learned 
from one context to 
another 
 
This is evident, for example, when children: 
• engage with and co-construct learning 
• develop an ability to mirror, repeat and practice the actions of others, either immediately or later 
• make connections between experiences, concepts and processes 
• use the processes of play, reflection and investigation to solve problems 
• apply generalisations from one situation to another 
• try out strategies that were effective to solve problems in one situation in a new context 
• transfer knowledge from one setting to another 
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Children resource their 
own learning through 
connecting with people, 
place, technologies and 
natural and processed 
materials 
 
This is evident, for example, when children: 
• engage in learning relationships 
• use their senses to explore natural and built environments 
• experience the benefits and pleasures of shared learning exploration 
• explore the purpose and function of a range of tools, media, sounds and graphics 
• manipulate resources to investigate, take apart, assemble, invent and construct 
• experiment with different technologies 
• use information and communication technologies (ICT) to investigate and problem solve 
• explore ideas and theories using imagination, creativity and play 
• use feedback from themselves and others to revise and build on an idea 
 
Outcome 5: Children are effective communicators 
Children interact verbally 
and non-verbally with 
others for a range of 
purposes 
 
This is evident, for example, when children: 
• engage in enjoyable interactions using verbal and non-verbal language 
• convey and construct messages with purpose and confidence, building on home/family and  
community literacies 
• respond verbally and non-verbally to what they see, hear, touch, feel and taste 
• use language and representations from play, music and art to share and project meaning 
• contribute their ideas and experiences in play, small and large group discussions 
• attend and give cultural cues that they are listening to and understanding what is said to them 
• are independent communicators who initiate Standard Australian English and home language  
conversations and demonstrate the ability to meet the listeners’ needs 
• interact with others to explore ideas and concepts, clarify and challenge thinking, negotiate and  
share new understandings 
• convey and construct messages with purpose and confidence, building on literacies of home/family and  
the broader community 
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• exchange ideas, feelings and understandings using language and representations in play 
• demonstrate an increasing understanding of measurement and number using vocabulary to describe  
size, length, volume, capacity and names of numbers 
• express ideas and feelings and understand and respect the perspectives of others 
• use language to communicate thinking about quantities to describe attributes of objects and  
collections, and to explain mathematical ideas 
• show increasing knowledge, understanding and skill in conveying meaning in at least one language 
Children engage with a 
range of texts and gain 
meaning from these texts 
 
This is evident, for example, when children: 
• listen and respond to sounds and patterns in speech, stories and rhymes in context 
• view and listen to printed, visual and multimedia texts and respond with relevant gestures, actions,  
comments and/or questions 
• sing and chant rhymes, jingles and songs 
• take on roles of literacy and numeracy users in their play 
• begin to understand key literacy and numeracy concepts and processes, such as the sounds of  
language, letter-sound relationships, concepts of print and the ways that texts are structured 
• explore texts from a range of different perspectives and begin to analyse the meanings 
• actively use, engage with and share the enjoyment of language and texts in a range of ways 
• recognise and engage with written and oral culturally constructed texts 
Children express ideas and 
make meaning using a 
range of media 
 
This is evident, for example, when children: 
• use language and engage in play to imagine and create roles, scripts and ideas 
• share the stories and symbols of their own culture and re-enact well-known stories 
• use the creative arts such as drawing, painting, sculpture, drama, dance, movement, music and  
storytelling to express ideas and make meaning 
• experiment with ways of expressing ideas and meaning using a range of media 
• begin to use images and approximations of letters and words to convey meaning 
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Children begin to 
understand how symbols 
and pattern systems work 
 
This is evident, for example, when children: 
• use symbols in play to represent and make meaning 
• begin to make connections between and see patterns in their feelings, ideas, words and actions and  
those of others 
• notice and predict the patterns of regular routines and the passing of time 
• develop an understanding that symbols are a powerful means of communication and that ideas,  
thoughts and concepts can be represented through them 
• begin to be aware of the relationships between oral, written and visual representations 
• begin to recognise patterns and relationships and the connections between them 
• begin to sort, categorise, order and compare collections and events and attributes of objects and  
materials, in their social and natural worlds 
• listen and respond to sounds and patterns in speech, stories and rhyme 
• draw on memory of a sequence to complete a task 
• draw on their experiences in constructing meaning using symbols 
Children use information 
and communication 
technologies to access 
information, investigate 
ideas and represent their 
thinking 
 
This is evident, for example, when children: 
• identify the uses of technologies in everyday life and use real or imaginary technologies as props in  
their play 
• use information and communication technologies to access images and information, explore diverse  
perspectives and make sense of their world 
• use information and communication technologies as tools for designing, drawing, editing, reflecting   
and composing 
• engage with technology for fun and to make meaning 
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Appendix C                                                                                                                                                                                                           
Match checklist between the Nuri’s 137 statements and three concepts 
 
 
1. Physical Activity & Health 
No. Details of Contents Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
1 • Be able to distinguish the properties and attributes of an object or 
a thing through sensation. 
              
2 • Take advantage of the coordinated use of multiple sensory organs.               
3 • Understand the characteristics of each part of the body and move 
and use it (with a purpose).  
              
4 • Perceive my own body in a positive way and move it.               
5 • Keep the balance of the body against various postures and 
movements. 
              
6 • Move (the body) with taking advantage of (environmental) 
elements such as space, power, time, and so on. 
              
7 • Control the movement with the coordination of each part of the 
body. 
              
8 • Control (strength) the small muscles through eye-hand               
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coordination. 
9 • Do (practise) various manipulative movements (skills) using 
equipment. 
              
10 • Do (practise) various mobility exercises such as walking, running, 
jumping, and so on. 
              
11 • Move the body in various ways in one position.               
12 • Participate in physical activities voluntarily and constantly.               
13 • Participate in physical activities with other people (children).               
14 • Understand the differences in exercise ability between one’s own 
and others’. 
              
15 • Do outdoor activities regularly.               
16 • Do physical activities using various types of equipment.                
17 • Foster the habit of keeping the body (yourself) clean.               
18 • Forster the habit of keeping the surroundings clean.               
19 • Eat an adequate amount and a balanced diet.    x           
20 • Be able to choose healthy foods for body.    x           
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21 • Cherish foods and keep table manners.    x           
22 • Have a regular sleep (schedule/pattern) and take appropriate 
breaks. 
              
23 • Enjoy participating in everyday activities.       x x x x x x x x 
24 • Have regular bowel movements.               
25 • Know methods of disease prevention and use them.               
26 • Wear clothing properly for the weather conditions and 
appropriately for the situations. 
              
27 • Know correct use of tools, toys and equipment, and use them 
safely. 
              
28 • Know if somewhere is safe or not and play safely.    x           
29 • Know the risks of (prolonged) viewing TV, and using the Internet 
and communication devices, and so on, and use them properly. 
   x           
30 • Know safety and road rules and comply with them.    x           
31 • Use transport safely.    x           
32 • Know how to ask for help when abuse, sexual violence, 
disappearance, and kidnapping occurs, and take an action 
   x           
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accordingly. 
33 • Know how to take appropriate actions in emergency such as 
disasters and accidents. 
   x           
 
2. Communication 
No. Details of Contents Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
34 • Pay attention to words' pronunciation and listen to similar words 
in listening and distinguish between them.   
              
35 • Listen to a variety of words and sentences, and understand their 
meanings. 
              
36 • Listen to others' stories and understand them.               
37 • Ask a question out of curiosity after listening to a story.       x        
38 • Listen to children's songs, poems and stories in various ways and 
understand them.  
              
39 • Listen to traditional songs, poems, and stories, and have an 
interest in Korean language.  
              
40 • Listen carefully to others’ stories to the end (all the way).                
41 • Speak with a clear pronunciation.               
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42 • Speak to suit a situation using a variety of words.               
43 • Speak about things happening in everyday life in various 
sentences (expressions, styles).  
       x  x x x x x 
44 • Express feelings, thoughts and experiences in appropriate words 
and sentences. 
       x       
45 • Decide on a topic and discuss it with other people.        x       
46 • Make a story and enjoy talking about it.               
47 • Speak to the listener(s) with taking into consideration one’s 
thoughts and feelings. 
     x         
48 • Speak to fit the time, place and person.               
49 • Speak nicely and politely.               
50 • Find familiar letters in my surroundings and try to read them.               
51 • Take an interest in the story that someone read, and try to read it.               
52 • Enjoy reading books and take care of them.               
53 • Understand the story with the pictures in the book as (visual) 
clues. 
              
54 • Looking for something you are wondering in the book.        x        
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55 • Know how to express speech and thought in writing.                 
56 • Write name and familiar letters in surroundings.               
57 • Express feelings, thoughts, and experiences in words.         x       
58 • Know how to use writing instruments and use them correctly.               
 
3. Social Relationship 
No. Details of Contents Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
59 • Try to understand myself.     x          
60 • Respect physical, social and cultural differences between myself 
and others.  
   x           
61 • Think positively about and cherish myself.       x         
62 • Do what I can do by myself.               
63 • Plan what I want to do and try to do it.               
64 • Be aware of my emotion and express it.      x         
65 • Be aware of others’ emotion and sympathise them.      x         
66 • Control my emotion to suit the situation.               
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67 • Know the meaning of family and its value.     x          
68 • Live in harmony with my family.      x         
69 • Understand a diversity of family structures.    x           
70 • Realise family members should help each other and I practise 
this. 
    x          
71 • Play with friends through cooperation.         x x x  x    
72 • Resolve conflicts between friends in a positive way.      x     x    
73 • Help others and cooperate with each other.       x x x x      
74 • Keep in harmony (manners) with teachers and acquaintances.      x     x    
75 • Speak and act honestly.               
76 • Be considerate of others and behave such way.       x         
77 • Be polite to friends and elders.      x    x x x   
78 • Keep your promises with others and abide by public rules. 
 
   x           
79 • Cultivate the habits of conserving nature and natural resources.  x              x         
80 • Attempt to understand my neighbourhood.     x          
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81 • Have an interest in diverse occupations.   x            
82 •Understand how money is used in everyday life.   x       x x x x x 
83 • Know the symbols of our country and observe the relevant good 
manners. 
    x          
84 • Have an interest in our country’s heritage, history and culture.     x          
85 • Be proud of our nation.               
86 • Have an interest in diverse countries and understand we should 
cooperate with each other. 
   x           
87 • Probe on diverse ethnic (race) and culture, and respect them.    x           
 
4. Experience in Art 
No. Details of Contents Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
88 • Explore music’s dynamics, tempos and rhythms with a variety of 
sounds and musical instruments. 
              
89 • Explore motions, dancing positions, powers, speeds, flows, and so 
on. 
              
90 • Explore colours, shapes, textures, and spaces in nature and things.   x     x      x  
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91 • Express my feelings and thoughts by singing.  Art 
expression(x) 
    x  x       
92 • Enjoy singing traditional nursery rhythms.               
93 • Play rhythmic instruments.               
94 • Improvising rhythms and songs.                
95 • Enjoy expressing familiar motions in various ways using my 
body. 
              
96 • Express my thoughts and feelings through motions and dance. Art 
expression(x) 
    x  x       
97 • Perform creative kinetics using a variety of tools.               
98 • Express my thoughts and feelings with diverse art activities. 
 
Art 
expression(x) 
    x  x       
99 • Participate in cooperative art activities and enjoy them.       x x x      
100 • Use required materials and tools for art activities in various ways.               
101 • Express experiences and stories through a dramatic play. 
 
Art 
expression(x) 
    x  x       
102 • Perform a cooperative dramatic play using props, backgrounds, 
and costumes. 
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103 • Express yourself though a holistic understanding of music, 
motions and dance, art, and dramatic plays. 
Art 
expression(x) 
    x  x       
104 • Participate in art activities and enjoy the process of creative 
expression.  
              
105 • Listen to or watch diverse music, dance performances, art works 
and dramatic plays, and enjoy them. 
              
106 • Value my and others’ artistic expressions.               
107 • Have an interest in traditional art and become familiar with it.               
 
5. Nature & Discovery 
No. Details of Contents Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
108 • Have the constant curiosity about the natural and man-made 
world.  
 x     x        
109 • Participate in and enjoy an inquiring process to know curious 
things. 
      x        
110 • Have an interest in others' different thinking in the inquiring 
process. 
      x        
111 • Utilise inquiring skills such as searching, observing, comparing, 
and estimating in the process of solving problems in daily life.  
      x   x x x x x 
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112 • Understand various meanings of the numbers used in everyday 
life. 
Everyday life 
(x) 
        x x x x x 
113 • Investigate the relationship between parts and the whole of 
physical objects’ quantity. 
      x        
114 • Count around 20 physical objects and understand the quantity of 
them. 
              
115 • Experience adding and subtracting with physical objects.               
116 • Show location and direction in various ways.               
117 • Look at objects from different directions and compare the 
differences. 
      x        
118 • Investigate similarities and differences of basic shapes.       x        
119 • Build many different forms using basic shapes.               
120 • Compare things in everyday life with the attributes of length, size, 
weight, and volume, and place them in a particular order.  
Everyday life 
(x)  
        x x x x x 
121 • Measure length, area, volume, and weight using a measurement 
that you created.  
              
122 • Find repeating frequency in my surroundings, and predict what 
comes next. 
      x        
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123 • Make a regular pattern by myself.               
124 • Collect necessary information and data.       x        
125 • Re-classify a classified data with a different criterion.       x        
126 • Represent data through visualisation using pictures, photos, 
symbols or numbers. 
              
127 • Inquire the basic characteristics of objects and materials around 
me. 
      x        
128 • Transform objects and materials into different ways.               
129 • Inquire the birth and growth of others and myself.               
130 • Inquire the characteristics and lifecycles of flora and fauna I am 
interested in. 
 x     x        
131 • Have the heart to take care of living things.   x    x         
132 • Understand good environments for living things and green 
environments. 
 x             
133 • Understand the features of and changes in natural resources such 
as stone, water, and soil. 
 x             
134 • Understand the shifting and regularity of day and night, and the 
seasons. 
 x             
210  
135 • Have an interest in environmental phenomena such as weather 
and climatic change. 
 x             
136 • Utilise simple tools and machines in everyday life. Everyday life 
(x) 
        x x x x x 
137 • Have an interest in new tools and machines and understand their 
advantages and disadvantages. 
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Appendix D                                                                                                                                                                                                          
Match checklist between the EYLF’s 161 statements and three concepts 
 
Outcome 1: Children have a strong sense of identity 
No. This is evident, for example, when children: Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
1 • build secure attachments with one and then more 
familiar educators 
     x     x    
2 • use effective routines to help make predicted 
transitions smoothly 
              
3 • sense and respond to a feeling of belonging     x          
4 • communicate their needs for comfort and assistance        x       
5 • establish and maintain respectful, trusting 
relationships with other children and educators 
     x     x    
6 • openly express their feelings and ideas in their 
interactions with others 
       x       
7 • respond to ideas and suggestions from others 
 
1. Transforming and change       x       
8 • initiate interactions and conversations with trusted 
educators 
     x  x   x    
9 • confidently explore and engage with social and 
physical environments through relationships and play 
Play-(x)    x x         
10 • initiate and join in play 
 
Play              
11 • explore aspects of identity through role play and sense Play-(x)     x         
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of agency 
12 • demonstrate increasing awareness of the needs and 
rights of others 
 
2. Education for all and 
lifelong learning 
  x   x        
13 • be open to new challenges and discoveries 1. Transforming and change      x        
14 • increasingly co-operate and work collaboratively with 
others 
1. Transforming and change 
2. Education for all and 
lifelong learning 
     x x x      
15 • take considered risk in their decision-making and cope 
with the unexpected 
      x x       
16 • recognise their individual achievements and the 
achievements of others 
1. Transforming and change        x      
17 • demonstrate an increasing capacity for self-regulation               
18 • approach new safe situations with confidence       x        
19 • begin to initiate negotiating and sharing behaviours        x       
20 • persist when faced with challenges and when first 
attempts are not successful 
1. Transforming and change 
4. Envisioning better future 
     x        
21 • feel recognised and respected for who they are      x         
22 • explore different identities and points of view in 
dramatic play 
Play-(x)     x         
23 • share aspects of their culture with the other children 
and educators 
   x    x   x    
24 • use their home language to construct meanin Home              
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25 • develop strong foundations in both the culture and 
language/s of their family and of the broader community 
without compromising their cultural identities 
    x     x  x   
26 • develop their social and cultural heritage through 
engagement with elders and community members 
    x     x x x   
27 • reach out and communicate for comfort, assistance 
and companionship 
       x       
28 • celebrate and share their contributions and 
achievements with others 
4. Envisioning better future        x      
29 • show interest in other children and being part of a 
group 
    x x     x    
30 • engage in and contribute to shared play experiences Play-(x)        x      
31 • express a wide range of emotions, thoughts and views 
constructively 
       x       
32 • empathise with and express concern for others      x         
33 • display awareness of and respect for others’ 
perspectives 
2. Education for all and 
lifelong learning 
    x         
34 • reflect on their actions and consider consequences for 
others 
2. Education for all and 
lifelong learning 
    x         
 
Outcome 2: Children are connected with and contribute to their world 
No. This is evident, for example, when children: Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
35 • begin to recognise that they have a right to belong to 
many communities 
    x       x   
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36 • cooperate with others and negotiate roles and 
relationships in play episodes and group experiences 
Play-(x)      x x x      
37 • take action to assist other children to participate in 
social groups 
     x x    x    
38 • broaden their understanding of the world in which they 
live 
    x          
39 • express an opinion in matters that affect them 
 
       x       
40 • build on their own social experiences to explore other 
ways of being 
1. Transforming and change    x          
41 • participate in reciprocal relationships       x x x      
42 • gradually learn to ‘read’ the behaviours of others and 
respond appropriately 
     x         
43 • understand different ways of contributing through play 
and projects 
Play-(x)        x      
44 • demonstrate a sense of belonging and comfort in their 
environments 
    x          
45 • are playful and respond positively to others, reaching 
out for company and friendship 
     x         
46 • contribute to fair decision-making about matters that 
affect them 
       x x      
47 • begin to show concern for others opportunities for 
choices and new understandings 
     x x        
48 • explore the diversity of culture, heritage, background 
and tradition and that diversity presents opportunities for 
   x   x        
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choices and new understandings 
49 • become aware of connections, similarities and 
differences between people 
   x   x        
50 • listen to others’ ideas and respect different ways of 
being and doing 
   x           
51 • practise inclusive ways of achieving coexistence       x x x      
52 • notice and react in positive ways to similarities and 
differences among people 
   x  x         
53 • discover and explore some connections amongst 
people 
 
      x        
54 • become aware of ways in which people are included or 
excluded from physical and social environments 
   x           
55 • develop the ability to recognise unfairness and bias and 
the capacity to act with compassion and kindness 
   x  x         
56 • are empowered to make choices and problem solve to 
meet their needs in particular contexts 
       x       
57 • begin to think critically about fair and unfair behavior    x   x        
58 • begin to understand and evaluate ways in which texts 
construct identities and create stereotypes 
              
59 • use play to investigate, project and explore new ideas Play-(x)      x        
60 • participate with others to solve problems and 
contribute to group outcomes 
      x  x      
61 • demonstrate an increasing knowledge of, and respect 
for natural and constructed environments 
 x             
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62 • explore, infer, predict and hypothesise in order to 
develop an increased understanding of the 
interdependence between land, people, plants and 
animals 
 x     x        
63 • show growing appreciation and care for natural and 
constructed environments 
 x    x         
64 • explore relationships with other living and non-living 
things and observe, notice and respond to change 
1. Transforming and change x     x        
65 • develop an awareness of the impact of human activity 
on environments and the interdependence of  
   living things 
 x     x        
 
Outcome 3: Children have a strong sense of wellbeing 
No. This is evident, for example, when children: Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
66 • demonstrate trust and confidence               
67 • remain accessible to others at times of distress, 
confusion and frustration 
              
68 • share humour, happiness and satisfaction               
69 • seek out and accept new challenges, make new 
discoveries, and celebrate their own efforts and  
achievements and those of others 
      x        
70 • increasingly co-operate and work collaboratively with 
others 
      x x x      
71 • enjoy moments of solitude               
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72 • recognise their individual achievement               
73 • make choices, accept challenges, take considered risks, 
manage change and cope with frustrations and the 
unexpected 
              
74 • show an increasing capacity to understand, self-regulate 
and manage their emotions in ways that  
reflect the feelings and needs of others 
     x         
75 • experience and share personal successes in learning and 
initiate opportunities for new learning in their home 
languages or Standard Australian English 
              
76 • acknowledge and accept affirmation               
77 • assert their capabilities and independence while 
demonstrating increasing awareness of the needs and 
rights of others 
              
78 • recognise the contributions they make to shared projects 
and experiences 
        x      
79 • recognise and communicate their bodily needs (for 
example, thirst, hunger, rest, comfort, physical activity) 
       x       
80 • are happy, healthy, safe and connected to others      x         
81 • engage in increasingly complex sensory motor skills and 
movement patterns 
              
82 • combine gross and fine motor movement and balance to 
achieve increasingly complex patterns of activity 
including dance, creative movement and drama 
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83 • use their sensory capabilities and dispositions with 
increasing integration, skill and purpose to explore  
and respond to their world 
      x        
84 • demonstrate spatial awareness and orient themselves, 
moving around and through their environments 
confidently and safely 
    x          
85 • manipulate equipment and manage tools with increasing 
competence and skill 
3. Systems thinking              
86 • respond through movement to traditional and 
contemporary music, dance and storytelling 
              
87 • show an increasing awareness of healthy lifestyles and 
good nutrition 
3. Systems thinking   x  x         
88 • show increasing independence and competence in 
personal hygiene, care and safety for themselves and 
others 
   x  x         
89 • show enthusiasm for participating in physical play and 
negotiate play spaces to ensure the safety and  
wellbeing of themselves and others 
Play-(x)     x         
 
Outcome 4: Children are confident and involved learners 
No. This is evident, for example, when children: Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
90 • express wonder and interest in their environments     x   x       
91 • are curious and enthusiastic participants in their 
learning 
      x x x      
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92 • use play to investigate, imagine and explore ideas 6. Participation 
Play-(x) 
     x        
93 • follow and extend their own interests with enthusiasm, 
energy and concentration 
      x        
94 • initiate and contribute to play experiences emerging 
from their own ideas 
Play-(x)        x      
95 • participate in a variety of rich and meaningful inquiry-
based experiences 
6. Participation      x        
96 • persevere and experience the satisfaction of 
achievement 
              
97 • persist even when they find a task difficult       x        
98 • apply a wide variety of thinking strategies to engage 
with situations and solve problems, and adapt these 
strategies to new situations 
      x        
99 • create and use representation to organise, record and 
communicate mathematical ideas and concepts 
              
100 • make predictions and generalisations about their daily 
activities, aspects of the natural world and environments, using 
patterns they generate or identify and communicate these 
using mathematical language and symbols 
 x        x x x x x 
101 • explore their environment     x  x        
102 • manipulate objects and experiment with cause and 
effect, trial and error, and motion 
              
103 • contribute constructively to mathematical discussions 
and arguments 
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104 • use reflective thinking to consider why things happen 
and what can be learnt from these experiences 
5. Critical thinking and 
reflection 
     x x x      
105 • engage with and co-construct learning       x x x      
106 • develop an ability to mirror, repeat and practice the 
actions of others, either immediately or later 
              
107 • make connections between experiences, concepts and 
processes 
3. Systems thinking              
108 • use the processes of play, reflection and investigation 
to solve problems 
Play-(x)      x        
109 • apply generalisations from one situation to another               
110 • try out strategies that were effective to solve problems 
in one situation in a new context 
5. Critical thinking and 
reflection 
     x        
111 • transfer knowledge from one setting to another               
112 • engage in learning relationships 3. Systems thinking              
113 • use their senses to explore natural and built 
environments 
6. Participation      x        
114 • experience the benefits and pleasures of shared 
learning exploration 
      x x x      
115 • explore the purpose and function of a range of tools, 
media, sounds and graphics 
              
116 • manipulate resources to investigate, take apart, 
assemble, invent and construct 
              
117 • experiment with different technologies               
118 • use information and communication technologies 
(ICT) to investigate and problem solve 
      x        
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119 • explore ideas and theories using imagination, 
creativity and play 
Play-(x)      x        
120 • use feedback from themselves and others to revise and 
build on an idea 
5. Critical thinking and 
reflection 
     x x x      
 
Outcome 5: Children are effective communicators 
No. This is evident, for example, when children: Main ideas/ 
Comments 
C1 C2 C3 
1 2 3 1 2 3 4 5 1 2 3 4 5 
121 • engage in enjoyable interactions using verbal and non-
verbal language 
       x       
122 • convey and construct messages with purpose and 
confidence, building on home/family and community  
literacies 
7. Partnerships for change 
Home, family and community 
      x       
123 • respond verbally and non-verbally to what they see, 
hear, touch, feel and taste 
       x       
124 • use language and representations from play, music and 
art to share and project meaning 
Play              
125 • contribute their ideas and experiences in play, small 
and large group discussions 
Play-(x)        x      
126 • attend and give cultural cues that they are listening to 
and understanding what is said to them 
              
127 • are independent communicators who initiate Standard 
Australian English and home language conversations 
and demonstrate the ability to meet the listeners’ needs 
6. Participation 
7. Partnerships for change 
      x       
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128 • interact with others to explore ideas and concepts, 
clarify and challenge thinking, negotiate and share  
new understandings 
       x       
129 • convey and construct messages with purpose and 
confidence, building on literacies of home/family and  
the broader community 
       x       
130 • exchange ideas, feelings and understandings using 
language and representations in play 
Play-(x)       x       
131 • demonstrate an increasing understanding of 
measurement and number using vocabulary to describe 
size, length, volume, capacity and names of numbers 
              
132 • express ideas and feelings and understand and respect 
the perspectives of others 
6. Participation     x  x       
133 • use language to communicate thinking about quantities 
to describe attributes of objects and  
collections, and to explain mathematical ideas 
              
134 • show increasing knowledge, understanding and skill in 
conveying meaning in at least one language 
              
135 • listen and respond to sounds and patterns in speech, 
stories and rhymes in context 
              
136 • view and listen to printed, visual and multimedia texts 
and respond with relevant gestures, actions, comments 
and/or questions 
              
137 • sing and chant rhymes, jingles and songs               
138 • take on roles of literacy and numeracy users in their Play              
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play 
139 • begin to understand key literacy and numeracy 
concepts and processes, such as the sounds of language, 
letter-sound relationships, concepts of print and the 
ways that texts are structured 
              
140 • explore texts from a range of different perspectives 
and begin to analyse the meanings 
              
141 • actively use, engage with and share the enjoyment of 
language and texts in a range of ways 
              
142 • recognise and engage with written and oral culturally 
constructed texts 
              
143 • use language and engage in play to imagine and create 
roles, scripts and ideas 
Play              
144 • share the stories and symbols of their own culture and 
re-enact well-known stories 
              
145 • use the creative arts such as drawing, painting, 
sculpture, drama, dance, movement, music and 
storytelling to express ideas and make meaning 
Art-expression              
146 • experiment with ways of expressing ideas and 
meaning using a range of media 
7. Partnerships for change 
Media-expression 
             
147 • begin to use images and approximations of letters and 
words to convey meaning 
Image and letters-expression              
148 • use symbols in play to represent and make meaning Play              
149 • begin to make connections between and see patterns in 
their feelings, ideas, words and actions and those of 
     x         
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others 
150 • notice and predict the patterns of regular routines and 
the passing of time 
              
151 • develop an understanding that symbols are a powerful 
means of communication and that ideas, thoughts and 
concepts can be represented through them 
              
152 • begin to be aware of the relationships between oral, 
written and visual representations 
              
153 • begin to recognise patterns and relationships and the 
connections between them 
     x         
154 • begin to sort, categorise, order and compare 
collections and events and attributes of objects and  
materials, in their social and natural worlds 
              
155 • listen and respond to sounds and patterns in speech, 
stories and rhyme 
              
156 • draw on memory of a sequence to complete a task               
157 • draw on their experiences in constructing meaning 
using symbols 
              
158 • identify the uses of technologies in everyday life and 
use real or imaginary technologies as props in their play 
Everyday life 
Play-(x) 
        x x x x x 
159 • use information and communication technologies to 
access images and information, explore diverse  
perspectives and make sense of their world 
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160 • use information and communication technologies as 
tools for designing, drawing, editing, reflecting and  
composing 
7. Partnerships for change              
161 • engage with technology for fun and to make meaning               
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Appendix E                                                                                                                
The Nuri’s statements classified by the three concepts and dimensions 
 
Concept 1: The Concept of Sustainability 
Dimension A Environmental (9 sentences) 
79. Cultivate the habits of conserving nature and natural resources. 
90. Explore colours, shapes, textures, and spaces in nature and things.  
108. Have the constant curiosity about the natural and man-made world.  
130. Inquire the characteristics and lifecycles of flora and fauna I am interested in. 
131. Have the heart to take care of living things.  
132. Understand good environments for living things and green environments. 
133. Understand the features of and changes in natural resources such as stone, 
water, and soil. 
134. Understand the shifting and regularity of day and night, and the seasons. 
135. Have an interest in environmental phenomena such as weather and climatic 
change. 
 
Dimension B Economic (2 sentences) 
81. Have an interest in diverse occupations. 
82. Understand how money is used in everyday life 
 
Dimension C Social (14 sentences) 
19. Eat an adequate amount and a balanced diet. 
20. Be able to choose healthy foods for body. 
21. Cherish foods and keep table manners. 
28. Know if somewhere is safe or not and play safely. 
29. Know the risks of (prolonged) viewing TV, and using the Internet and 
communication devices, and so on, and them properly. 
30. Know safety and road rules and comply with them. 
31. Use transport safely. 
32. Know how to ask for help when abuse, sexual violence, disappearance, and 
kidnapping occurs, and take an action accordingly. 
33. Know how to take appropriate actions in emergency such as disasters and 
accidents. 
60. Respect physical, social and cultural differences between myself and others. 
69. Understand a diversity of family structures. 
78. Keep your promises with others and abide by public rules. 
86. Have an interest in diverse countries and understand we should cooperate with 
each other. 
87. Probe on diverse ethnic (race) and culture, and respect them. 
 
 
 
228  
 
 
Concept 2: Children as Agents of Change for Sustainability 
Dimension A Belonging (6 sentences) 
67. Know the meaning of family and its value. 
70. Realise family members should help each other and I practise this. 
80. Attempt to understand my neighbourhood. 
83. Know the symbols of our country and observe the relevant good manners. 
84. Have an interest in our country’s heritage, history and culture. 
86. Be pride of our nation. 
 
Dimension B Wellbeing (12 sentences) 
47. Speak to the listener(s) with taking into consideration one’s thoughts and 
feelings. 
60. Think positively about and cherish myself. 
64. Be aware of my emotion and express it. 
65. Be aware of others’ emotion and sympathise them. 
68. Live in harmony with my family. 
72. Resolve conflicts between friends in a positive way. 
73. Help others and cooperate with each other.  
74. Keep in harmony (manners) with teachers and acquaintances. 
76. Be considerate of others and behave such way.  
77. Be polite to friends and elders. 
79. Cultivate the habits of conserving nature and natural resources. 
131. Have the heart to take care of living things.  
 
Dimension C Exploring (19 sentences) 
23. Enjoy participating in everyday activities. 
37. Ask a question out of curiosity after listening to a story. 
54. Looking for something you are wondering in the book.  
71. Play with friends through cooperation.   
73. Help others and cooperate with each other.  
90. Explore colours, shapes, textures, and spaces in nature and things.  
99. Participate in cooperative art activities and enjoy them. 
108. Have the constant curiosity about the natural and man-made world.  
109. Participate in and enjoy an inquiring process to know curious things. 
110. Have an interest in others' different thinking in the inquiring process. 
111. Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life. 
113. Investigate the relationship between parts and the whole of physical objects’ 
quantity. 
117. Look at objects from different directions and compare the differences. 
118. Investigate similarities and differences of basic shapes. 
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122. Find repeating frequency in my surroundings, and predict what comes next. 
124. Collect necessary information and data. 
125. Re-classify a classified data with a different criterion. 
127. Inquire the basic characteristics of objects and materials around me. 
130. Inquire the characteristics and lifecycles of flora and fauna I am interested in. 
 
Dimension D Communication (9 sentences) 
43. Speak about things happening in everyday life in various sentences (expressions, 
styles). 
44. Express feelings, thoughts and experiences in appropriate words and sentences. 
45. Decide on a topic and discuss it with other people. 
57. Express feelings, thoughts, and experiences in words.  
91. Express my feelings and thoughts by singing. 
96. Express my thoughts and feelings through motions and dance. 
98. Express my thoughts and feelings with diverse art activities. 
101. Express experiences and stories through a dramatic play. 
103. Express yourself though a holistic understanding of music, motions and dance, 
art, and dramatic plays. 
Dimension  E Contribution (0 sentences) 
 
 
Concept 3: Sustainability in young children’s everyday lives 
Dimension A Home (4 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in various sentences (expressions, 
styles). 
111. Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life. 
120. Compare things in everyday life with the attributes of length, size, weight, and 
volume, and place them in a particular order. 
 
Dimension B Childcare Centre (8 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in various sentences (expressions, 
styles). 
71. Play with friends through cooperation.   
72. Help others and cooperate with each other.  
74. Keep in harmony (manners) with teachers and acquaintances. 
77. Be polite to friends and elders. 
111. Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life. 
120. Compare things in everyday life with the attributes of length, size, weight, and 
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volume, and place them in a particular order. 
 
Dimension C Community (5 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in various sentences (expressions, 
styles). 
90. Explore colours, shapes, textures, and spaces in nature and things.  
111. Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life. 
120. Compare things in everyday life with the attributes of length, size, weight, and 
volume, and place them in a particular order. 
 
Dimension D Nature (5 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in various sentences (expressions, 
styles). 
90. Explore colours, shapes, textures, and spaces in nature and things.  
111. Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life. 
120. Compare things in everyday life with the attributes of length, size, weight, and 
volume, and place them in a particular order. 
 
Dimension E Outdoor (5 sentences) 
15. Do outdoor activities regularly. 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in various sentences (expressions, 
styles). 
111. Utilise inquiring skills such as searching, observing, comparing, and estimating 
in the process of solving problems in daily life. 
120. Compare things in everyday life with the attributes of length, size, weight, and 
volume, and place them in a particular order. 
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Appendix F                                                                                                                 
The EYLF’s statements classified by the three concepts and dimensions 
 
Concept 1: The Concept of Sustainability 
Dimension A Environmental (6 sentences) 
61. Children demonstrate an increasing knowledge of, and respect for natural and 
constructed environments. 
62. Children explore, infer, predict and hypothesise in order to develop an increased 
understanding of the interdependence between land, people, plants and animals. 
63. Children show growing appreciation and care for natural and constructed 
environments. 
64. Children explore relationships with other living and non-living things and 
observe, notice and respond to change. 
65. Children develop an awareness of the impact of human activity on environments 
and the interdependence of living things. 
100. Children make predictions and generalisations about their daily activities, 
aspects of the natural world and environments, using patterns they generate or 
identity and communicate these using mathematical language and symbols. 
 
Dimension B Economic (0 sentences) 
 
Dimension C Social (11 sentences) 
12. Children demonstrate increasing awareness of the needs and rights of others. 
23. Children share aspects of their culture with the other children and educators. 
48. Children explore the diversity of culture, heritage, background and tradition and 
that diversity presents opportunities for choices and new understandings. 
49. Children become aware of connections, similarities and differences between 
people. 
50. Children listen to others' ideas and respect different ways of being and doing. 
52. Children notice and react in positive ways to similarities and differences and 
among people. 
54. Children become aware of ways in which people are included or excluded from 
physical and social environments. 
55. Children develop the ability to recognise unfairness and bias and the capacity to 
act with compassion and kindness. 
57. Children begin to think critically about fair and unfair behaviour. 
87. Children show an increasing awareness of healthy lifestyles and good nutrition. 
88. Children show increasing independence and competence in personal hygiene, 
care and safety for themselves and others. 
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Concept 2: Children as Agents of Change for Sustainability 
Dimension A Belonging (11 sentences) 
3. Children sense and respond to a feeling of belonging. 
9. Children confidently explore and engage with social and physical environment 
through relationships and play. 
25. Children develop strong foundation in both the culture and language/s of their 
family and of the broader community without compromising their cultural identities. 
26. Children develop their social and cultural heritage through engagement with 
elders and community member. 
29. Children show interest in other children and being part of a group. 
35. Children begin to recognise that they have a right to belong to many 
communities. 
38. Children broaden their understanding of the world in which they live. 
40. Children build in their own social experiences to explore other ways of being. 
44. Children demonstrate a sense of belonging and comfort in their environments. 
90. Children express wonder and interest in their environments. 
101. Children explore their environment. 
 
Dimension B Wellbeing (19 sentences) 
1. Children build secure attachments with one and then more familiar educators. 
5. Children establish and maintain respectful, trusting relationships with other 
children and educators. 
8. Children initiate interactions and conversations with trusted educators. 
21. Children feel recognised and respected for who they are. 
32. Children empathise with and express concern for others. 
33. Children display awareness of and respect for others’ perspectives. 
34. Children reflect on their actions and consider consequences for others. 
37. Children take action to assist other children to participate in social groups. 
42. Children gradually learn to ‘read’ the behaviours of others and respond 
appropriately. 
45. Children are playful and respond positively to others, reaching out for company 
and friendship. 
47. Children begin to show concern for others opportunities for choices and new 
understandings. 
52. Children notice and react in positive ways to similarities and differences among 
people. 
61. Children demonstrate an increasing knowledge of, and respect for natural and 
constructed environments. 
63. Children show growing appreciation and care for natural and constructed 
environments. 
74. Children show an increasing capacity to understand, self-regulate and manage 
their emotions in ways that reflect the feelings and needs of others. 
80. Children are happy, healthy, safe and connected to others. 
 233 
132. Children express ideas and feelings and understand and respect the perspectives 
of others. 
149. Children begin to make connections between and see patterns in their feelings, 
ideas, words and actions and those of others. 
153. Children begin to recognise patterns and relationships and the connections 
between them. 
 
Dimension C Exploring (32 sentences) 
13. Children are open to new challenges and discoveries. 
14. Children increasingly co-operate and work collaboratively with others. 
15. Children take considered risk in their decision-making and cope with the 
unexpected. 
18. Children approach new safe situations with confidence. 
20. Children persist when faced with challenges and when first attempts are not 
successful. 
36. Children cooperate with others and negotiate roles and relationships in play 
episodes and group experiences. 
41. Children participate in reciprocal relationships. 
48. Children explore the diversity of culture, heritage, background and tradition and 
that diversity presents opportunities for choices and new understandings. 
51. Children practise inclusive ways of achieving coexistence. 
53. Children discover and explore some connections amongst people. 
59. Children use play to investigate, project and explore new ideas. 
60. Children participate with others to solve problems and contribute to group 
outcomes. 
62. Children explore, infer, predict and hypothesise in order to develop an increased 
understanding of the interdependence between land, people, plants and animals. 
64. Children explore relationships with other living and non-living things and 
observe, notice and respond to change. 
69. Children seek out and accept new challenges, make new discoveries, and 
celebrate their own efforts and achievements and those of others. 
70. Children increasingly co-operate and work collaboratively with others. 
83. Children use their sensory capabilities and dispositions with increasing 
integration, skill and purpose to explore and respond to their world. 
91. Children are curious and enthusiastic participants in their learning. 
92. Children use play to investigate, imagine and explore ideas 
93. Children follow and extend their own interests with enthusiasm, energy and 
concentration. 
95. Children participate in a variety of rich and meaningful inquiry-based 
experiences. 
97. Children persist even when they find a task difficult. 
98. Children apply a wide variety of thinking strategies to engage with situations and 
solve problems, and adapt these strategies to new situations. 
101. Children explore their environment. 
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104. Children use reflective thinking to consider why things happen and what can be 
learnt from these experiences. 
105. Children engage with and co-construct learning. 
108. Children use the processes of play, reflection and investigation to solve 
problems. 
110. Children try out strategies that were effective to solve problems in one situation 
in a new context. 
113. Children use their senses to explore natural and built environments. 
114. Children experience the benefits and pleasures of shared learning exploration. 
118. Children use information and communication technologies (ICT) to investigate 
and problem solve. 
119. Children explore ideas and theories using imagination, creativity and play. 
 
Dimension D Communication (16 sentences) 
4. Children communicate their needs for comfort and assistance. 
6. Children openly express their feelings and ideas in their interactions with others. 
7. Children respond to ideas and suggestions from others. 
27. Children reach out and communicate for comfort, assistance and companionship. 
31. Children express a wide range of emotions, thoughts and views constructively. 
39. Children express an opinion in matters that affect them. 
79. Children recognise and communicate their bodily needs (for example, thirst, 
hunger, rest, comfort, physical activity). 
90. Children express wonder and interest in their environments. 
121. Children engage in enjoyable interactions using verbal and non-verbal language. 
122. Children convey and construct messages with purpose and confidence, building 
on home/family and community literacies. 
123. Children respond verbally and non-verbally to what they see, hear, touch, feel 
and taste. 
127. Children are independent communicators who initiate Standard Australian 
English and home language conversations and demonstrate the ability to meet the 
listeners' needs. 
128. Children interact with others to explore ideas and concepts, clarify and 
challenge thinking, negotiate and share new understandings. 
129. Children convey and construct messages with purpose and confidence, building 
on literacies of home/family and the broader community. 
130. Children exchange ideas, feelings and understandings using language and 
representations in play. 
132. Children express ideas and feelings and understand and respect the perspectives 
of others. 
 
Dimension E Contribution (10 sentences) 
16. Children recognise their individual achievements and the achievement of others. 
28. Children celebrate and share their contributions and achievements with others. 
30. Children engage in and contribute to shared play experiences. 
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43. Children understand different ways of contributing through play and projects. 
46. Children contribute to fair decision-making about matters that affect them. 
60. Children participate with others to solve problems and contribute to group 
outcomes. 
78. Children recognise the contributions they make to shared projects and 
experiences. 
94. Children initiate and contribute to play experiences emerging from their own 
ideas. 
114. Children experience the benefits and pleasures of shared learning exploration. 
125. Children contribute their ideas and experiences in play, small and large group 
discussions. 
 
Concept 3: Sustainability in young children’s everyday lives 
Dimension A Home (3 sentences) 
25. Children develop strong foundation in both the culture and language/s of their 
family and of the broader community without compromising their cultural identities. 
26. Children develop their social and cultural heritage through engagement with 
elders and community member. 
100. Children make predictions and generalisations about their daily activities, 
aspects of the natural world and environments, using patterns they generate or 
identify and communicate these using mathematical language and symbols. 
 
Dimension B Childcare Centre (8 sentences) 
1. Children build secure attachments with one and then more familiar educators. 
5. Children establish and maintain respectful, trusting relationships with other 
children and educators. 
8. Children initiate interactions and conversations with trusted educators. 
23. Children share aspects of their culture with the other children and educators. 
26. Children develop their social and cultural heritage through engagement with 
elders and community member. 
29. Children show interest in other children and being part of a group. 
37. Children take action to assist other children to participate in social groups. 
100. Children make predictions and generalisations about their daily activities, 
aspects of the natural world and environments, using patterns they generate or 
identify and communicate these using mathematical language and symbols. 
 
Dimension C Community (4 sentences) 
25. Children develop strong foundation in both the culture and language/s of their 
family and of the broader community without compromising their cultural identities. 
26. Children develop their social and cultural heritage through engagement with 
elders and community member. 
35. Children begin to recognise that they have a right to belong to many 
communities. 
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100. Children make predictions and generalisations about their daily activities, 
aspects of the natural world and environments, using patterns they generate or 
identify and communicate these using mathematical language and symbols. 
 
Dimension D Nature (1 sentences) 
100. Children make predictions and generalisations about their daily activities, 
aspects of the natural world and environments, using patterns they generate or 
identify and communicate these using mathematical language and symbols. 
 
Dimension E Outdoor (1 sentences) 
100. Children make predictions and generalisations about their daily activities, 
aspects of the natural world and environments, using patterns they generate or 
identify and communicate these using mathematical language and symbols. 
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Appendix G                                                                                                                                                                                                   
Comparison between the Nuri and EYLF 
 
Concept 1: The Concept of Sustainability 
Nuri curriculum EYLF 
Dimension A Environmental (9 sentences) Dimension A Environmental (6 sentences) 
108. Have the constant curiosity about the natural and 
man-made world.  
 
 
 
 
 
90. Explore colours, shapes, textures, and spaces in nature 
and things.  
130. Inquire the characteristics and lifecycles of flora and 
fauna I am interested in. 
133. Understand the features of and changes in 
natural resources such as stone, water, and soil. 
 
134. Understand the shifting and regularity of day 
and night, and the seasons. 
135. Have an interest in environmental phenomena 
such as weather and climatic change. 
 
131. Have the heart to take care of living things.  
61. Children demonstrate an increasing knowledge of, and respect for natural and constructed 
environments. 
100. Children make predictions and generalisations about their daily activities, aspects of the 
natural world and environments, using patterns they generate or identity and communicate 
these using mathematical language and symbols. 
 
 
62. Children explore, infer, predict and hypothesise in order to develop an increased 
understanding of the interdependence between land, people, plants and animals. 
 
 
 
 
 
64. Children explore relationships with other living and non-living things and observe, notice 
and respond to change. 
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79. Cultivate the habits of conserving nature and natural 
resources. 
 
132. Understand good environments for living things and 
green environments. 
63. Children show growing appreciation and care for natural and constructed environments. 
 
 
65. Children develop an awareness of the impact of human activity on environments and the 
interdependence of living things. 
Dimension B Economic (2 sentences) Dimension B Economic (0 sentences) 
81. Have an interest in diverse occupations. 
 
82. Understand how money is used in everyday life. 
 
 
Dimension C Social (14 sentences) Dimension C Social (11 sentences) 
19. Eat an adequate amount and a balanced diet. 
20. Be able to choose healthy foods for body. 
21. Cherish foods and keep table manners. 
 
28. Know if somewhere is safe or not and play 
safely. 
29. Know the risks of (prolonged) viewing TV, and 
using the Internet and communication devices, and 
so on, and them properly. 
30. Know safety and road rules and comply with them. 
31. Use transport safely. 
78. Keep your promises with others and abide by public 
rules. 
32. Know how to ask for help when abuse, sexual 
violence, disappearance, and kidnapping occurs, and take 
87. Children show an increasing awareness of healthy lifestyles and good nutrition. 
 
 
 
88. Children show increasing independence and competence in personal hygiene, care and 
safety for themselves and others. 
12. Children demonstrate increasing awareness of the needs and rights of others. 
55. Children develop the ability to recognise unfairness and bias and the capacity to act with 
compassion and kindness. 
57. Children begin to think critically about fair and unfair behaviour. 
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an action accordingly. 
33. Know how to take appropriate actions in emergency 
such as disasters and accidents. 
 
60. Respect physical, social and cultural differences 
between myself and others. 
69. Understand a diversity of family structures. 
86. Have an interest in diverse countries and understand 
we should cooperate with each other. 
87. Probe on diverse ethnic (race) and culture, and respect 
them. 
 
 
 
 
 
23. Children share aspects of their culture with the other children and educators. 
48. Children explore the diversity of culture, heritage, background and tradition and that 
diversity presents opportunities for choices and new understandings. 
49. Children become aware of connections, similarities and differences between people. 
50. Children listen to others' ideas and respect different ways of being and doing. 
52. Children notice and react in positive ways to similarities and differences and among 
people. 
54. Children become aware of ways in which people are included or excluded from physical 
and social environments. 
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Concept 2: Children as Agents of Change for Sustainability 
Nuri curriculum EYLF 
Dimension A Belonging (6 sentences) Dimension A Belonging (11 sentences) 
67. Know the meaning of family and its value. 
70. Realise family members should help each other and I 
practise this. 
 
80. Attempt to understand my neighbourhood. 
 
 
83. Know the symbols of our country and observe the 
relevant good manners. 
84. Have an interest in our country’s heritage, history 
and culture. 
85. Be pride of our nation. 
9. Children confidently explore and engage with social and physical environment through 
relationships and play. 
38. Children broaden their understanding of the world in which they live. 
40. Children build in their own social experiences to explore other ways of being. 
90. Children express wonder and interest in their environments. 
101. Children explore their environment.  
 
25. Children develop strong foundation in both the culture and language/s of their family and 
of the broader community without compromising their cultural identities. 
26. Children develop their social and cultural heritage through engagement with elders and 
community member. 
 
29. Children show interest in other children and being part of a group. 
35. Children begin to recognise that they have a right to belong to many communities. 
3. Children sense and respond to a feeling of belonging. 
44. Children demonstrate a sense of belonging and comfort in their environments. 
Dimension B Wellbeing (12 sentences) Dimension B Wellbeing (19 sentences) 
60. Think positively about and cherish myself. 
64. Be aware of my emotion and express it. 
 
1. Children build secure attachments with one and then more familiar educators. 
5. Children establish and maintain respectful, trusting relationships with other children and 
educators. 
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65. Be aware of others’ emotion and sympathise them. 
47. Speak to the listener(s) with taking into 
consideration one’s thoughts and feelings. 
76. Be considerate of others and behave such way.  
 
131. Have the heart to take care of living things.  
79. Cultivate the habits of conserving nature and natural 
resources. 
 
72. Resolve conflicts between friends in a positive way. 
77. Be polite to friends and elders. 
73. Help others and cooperate with each other.  
 
74. Keep in harmony (manners) with teachers and 
acquaintances. 
68. Live in harmony with my family. 
 
 
 
8. Children initiate interactions and conversations with trusted educators. 
21. Children feel recognised and respected for who they are. 
32. Children empathise with and express concern for others. 
33. Children display awareness of and respect for others’ perspectives. 
34. Children reflect on their actions and consider consequences for others. 
37. Children take action to assist other children to participate in social groups. 
42. Children gradually learn to ‘read’ the behaviours of others and respond appropriately. 
45. Children are playful and respond positively to others, reaching out for company and 
friendship. 
47. Children begin to show concern for others opportunities for choices and new 
understandings. 
52. Children notice and react in positive ways to similarities and differences among people. 
61. Children demonstrate an increasing knowledge of, and respect for natural and constructed 
environments. 
63. Children show growing appreciation and care for natural and constructed environments. 
74. Children show an increasing capacity to understand, self-regulate and manage their 
emotions in ways that reflect the feelings and needs of others. 
80. Children are happy, healthy, safe and connected to others. 
132. Children express ideas and feelings and understand and respect the perspectives of others. 
149. Children begin to make connections between and see patterns in their feelings, ideas, 
words and actions and those of others. 
153. Children begin to recognise patterns and relationships and the connections between them. 
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Dimension C Exploring (19 sentences) Dimension C Exploring (32 sentences) 
23. Enjoy participating in everyday activities. 
37. Ask a question out of curiosity after listening to a 
story. 
54. Looking for something you are wondering in the 
book.  
71. Play with friends through cooperation.   
73. Help others and cooperate with each other.  
90. Explore colours, shapes, textures, and spaces in nature 
and things.  
99. Participate in cooperative art activities and enjoy 
them. 
108. Have the constant curiosity about the natural and 
man-made world.  
109. Participate in and enjoy an inquiring process to know 
curious things. 
110. Have an interest in others' different thinking in the 
inquiring process. 
111. Utilise inquiring skills such as searching, 
observing, comparing, and estimating in the process 
of solving problems in daily life. 
113. Investigate the relationship between parts and 
the whole of physical objects’ quantity. 
117. Look at objects from different directions and 
compare the differences. 
118. Investigate similarities and differences of basic 
shapes. 
13. Children are open to new challenges and discoveries. 
14. Children increasingly co-operate and work collaboratively with others. 
15. Children take considered risk in their decision-making and cope with the unexpected. 
18. Children approach new safe situations with confidence. 
20. Children persist when faced with challenges and when first attempts are not successful. 
36. Children cooperate with others and negotiate roles and relationships in play episodes and 
group experiences. 
41. Children participate in reciprocal relationships. 
48. Children explore the diversity of culture, heritage, background and tradition and that 
diversity presents opportunities for choices and new understandings. 
51. Children practise inclusive ways of achieving coexistence. 
53. Children discover and explore some connections amongst people. 
59. Children use play to investigate, project and explore new ideas. 
60. Children participate with others to solve problems and contribute to group outcomes. 
62. Children explore, infer, predict and hypothesise in order to develop an increased 
understanding of the interdependence between land, people, plants and animals. 
64. Children explore relationships with other living and non-living things and observe, notice 
and respond to change. 
69. Children seek out and accept new challenges, make new discoveries, and celebrate their 
own efforts and achievements and those of others. 
70. Children increasingly co-operate and work collaboratively with others. 
83. Children use their sensory capabilities and dispositions with increasing integration, skill 
and purpose to explore and respond to their world. 
91. Children are curious and enthusiastic participants in their learning. 
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122. Find repeating frequency in my surroundings, 
and predict what comes next. 
124. Collect necessary information and data. 
125. Re-classify a classified data with a different 
criterion. 
127. Inquire the basic characteristics of objects and 
materials around me. 
130. Inquire the characteristics and lifecycles of flora 
and fauna I am interested in. 
 
 
92. Children use play to investigate, imagine and explore ideas 
93. Children follow and extend their own interests with enthusiasm, energy and concentration. 
95. Children participate in a variety of rich and meaningful inquiry-based experiences. 
97. Children persist even when they find a task difficult. 
98. Children apply a wide variety of thinking strategies to engage with situations and solve 
problems, and adapt these strategies to new situations. 
101. Children explore their environment. 
104. Children use reflective thinking to consider why things happen and what can be learnt 
from these experiences. 
105. Children engage with and co-construct learning. 
108. Children use the processes of play, reflection and investigation to solve problems. 
110. Children try out strategies that were effective to solve problems in one situation in a new 
context. 
113. Children use their senses to explore natural and built environments. 
114. Children experience the benefits and pleasures of shared learning exploration. 
118. Children use information and communication technologies (ICT) to investigate and 
problem solve. 
119. Children explore ideas and theories using imagination, creativity and play. 
Dimension D Communication (8 sentences) Dimension D Communication (16 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in 
various sentences (expressions, styles). 
44. Express feelings, thoughts and experiences in 
appropriate words and sentences. 
45. Decide on a topic and discuss it with other 
4. Children communicate their needs for comfort and assistance. 
6. Children openly express their feelings and ideas in their interactions with others. 
7. Children respond to ideas and suggestions from others. 
27. Children reach out and communicate for comfort, assistance and companionship. 
31. Children express a wide range of emotions, thoughts and views constructively. 
39. Children express an opinion in matters that affect them. 
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people. 
57. Express feelings, thoughts, and experiences in words.  
71. Play with friends through cooperation.   
73. Help others and cooperate with each other.  
99. Participate in cooperative art activities and enjoy 
them. 
 
 
79. Children recognise and communicate their bodily needs (for example, thirst, hunger, rest, 
comfort, physical activity). 
90. Children express wonder and interest in their environments. 
121. Children engage in enjoyable interactions using verbal and non-verbal language. 
122. Children convey and construct messages with purpose and confidence, building on 
home/family and community literacies. 
123. Children respond verbally and non-verbally to what they see, hear, touch, feel and taste. 
127. Children are independent communicators who initiate Standard Australian English and 
home language conversations and demonstrate the ability to meet the listeners' needs. 
128. Children interact with others to explore ideas and concepts, clarify and challenge 
thinking, negotiate and share new understandings. 
129. Children convey and construct messages with purpose and confidence, building on 
literacies of home/family and the broader community. 
130. Children exchange ideas, feelings and understandings using language and representations 
in play. 
132. Children express ideas and feelings and understand and respect the perspectives of others. 
Dimension E Contribution (4 sentences) Dimension E Contribution (10 sentences) 
23. Enjoy participating in everyday activities. 
71. Play with friends through cooperation.   
73. Help others and cooperate with each other.  
99. Participate in cooperative art activities and enjoy 
them. 
 
 
16. Children recognise their individual achievements and the achievement of others. 
28. Children celebrate and share their contributions and achievements with others. 
30. Children engage in and contribute to shared play experiences. 
43. Children understand different ways of contributing through play and projects. 
46. Children contribute to fair decision-making about matters that affect them. 
60. Children participate with others to solve problems and contribute to group outcomes. 
78. Children recognise the contributions they make to shared projects and experiences. 
94. Children initiate and contribute to play experiences emerging from their own ideas. 
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114. Children experience the benefits and pleasures of shared learning exploration. 
125. Children contribute their ideas and experiences in play, small and large group 
discussions. 
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Concept 3: Sustainability in young children’s everyday lives 
Nuri curriculum EYLF 
Dimension A Home (4 sentences) Dimension A Home (3 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in 
various sentences (expressions, styles). 
111. Utilise inquiring skills such as searching, 
observing, comparing, and estimating in the process 
of solving problems in daily life. 
120. Compare things in everyday life with the 
attributes of length, size, weight, and volume, and 
place them in a particular order. 
25. Children develop strong foundation in both the culture and language/s of their family and 
of the broader community without compromising their cultural identities. 
26. Children develop their social and cultural heritage through engagement with elders and 
community member. 
100. Children make predictions and generalisations about their daily activities, aspects of the 
natural world and environments, using patterns they generate or identify and communicate 
these using mathematical language and symbols. 
 
Dimension B Childcare Centre (8 sentences) Dimension B Childcare Centre (8 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in 
various sentences (expressions, styles). 
71. Play with friends through cooperation.   
72. Help others and cooperate with each other.  
74. Keep in harmony (manners) with teachers and 
acquaintances. 
77. Be polite to friends and elders. 
111. Utilise inquiring skills such as searching, observing, 
comparing, and estimating in the process of solving 
problems in daily life. 
120. Compare things in everyday life with the 
attributes of length, size, weight, and volume, and 
1. Children build secure attachments with one and then more familiar educators. 
5. Children establish and maintain respectful, trusting relationships with other children and 
educators. 
8. Children initiate interactions and conversations with trusted educators. 
23. Children share aspects of their culture with the other children and educators. 
26. Children develop their social and cultural heritage through engagement with elders and 
community member. 
29. Children show interest in other children and being part of a group. 
37. Children take action to assist other children to participate in social groups. 
100. Children make predictions and generalisations about their daily activities, aspects of the 
natural world and environments, using patterns they generate or identify and communicate 
these using mathematical language and symbols. 
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place them in a particular order. 
Dimension C Community (5 sentences) Dimension C Community (4 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in 
various sentences (expressions, styles). 
90. Explore colours, shapes, textures, and spaces in nature 
and things.  
111. Utilise inquiring skills such as searching, 
observing, comparing, and estimating in the process 
of solving problems in daily life. 
120. Compare things in everyday life with the 
attributes of length, size, weight, and volume, and 
place them in a particular order. 
25. Children develop strong foundation in both the culture and language/s of their family and 
of the broader community without compromising their cultural identities. 
26. Children develop their social and cultural heritage through engagement with elders and 
community member. 
35. Children begin to recognise that they have a right to belong to many communities. 
100. Children make predictions and generalisations about their daily activities, aspects of the 
natural world and environments, using patterns they generate or identify and communicate 
these using mathematical language and symbols. 
Dimension D Nature (5 sentences) Dimension D Nature (1 sentences) 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in 
various sentences (expressions, styles). 
90. Explore colours, shapes, textures, and spaces in nature 
and things.  
111. Utilise inquiring skills such as searching, 
observing, comparing, and estimating in the process 
of solving problems in daily life. 
120. Compare things in everyday life with the 
attributes of length, size, weight, and volume, and 
place them in a particular order. 
100. Children make predictions and generalisations about their daily activities, aspects of the 
natural world and environments, using patterns they generate or identify and communicate 
these using mathematical language and symbols. 
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Dimension E Outdoor (4 sentences) Dimension E Outdoor (1 sentences) 
15. Do outdoor activities regularly. 
23. Enjoy participating in everyday activities. 
43. Speak about things happening in everyday life in 
various sentences (expressions, styles). 
111. Utilise inquiring skills such as searching, 
observing, comparing, and estimating in the process 
of solving problems in daily life. 
120. Compare things in everyday life with the 
attributes of length, size, weight, and volume, and 
place them in a particular order. 
100. Children make predictions and generalisations about their daily activities, aspects of the 
natural world and environments, using patterns they generate or identify and communicate 
these using mathematical language and symbols. 
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Appendix H                                                                                                                                                                                                                                                                                                                                                       
Conceptual framework of this study 
 
 
 
 
 
 
 
 
 
Sustainability concepts and EfS 
principles 
Concept 1 
The concept of sustainability 
3 Dimensions 
A. Environmental 
B. Economic 
C. Social 
Concept 2 
Children as agents of change for 
sustainability 
5 Dimensions 
A. Belonging 
B. Wellbeing 
C. Exploration 
D. Communication 
E. Contribution 
Concept 3 
Sustainability in young 
children's everyday lives 
5 Dimensions 
A. Home 
B. Childcare Centre 
C. Community 
D. Nature 
E. Outdoor 
 
5Aspects 
Stage 1 
(Chapter 4) 
Description 
Stage 2 
(Chapter 5) 
Interpretation  
Stage 3 
 (Chapter 6) 
Explanation 
4 steps 
6 steps 
5 steps 
4 steps 
Conclusion 
Conclusion 
Conclusion 
Stage 1 (Description – Text Analysis) 
Stage 2 (Interpretation – Processing Analysis) 
6Aspects 
8Aspects 
4Aspects 
4Aspects 
4Aspects 
4Aspects 
5Aspects 
2Aspects 
2Aspects 
2Aspects 
2Aspects 
2Aspects 
Back to the three 
concepts  
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Details of the framework of this study 
Research question Research tool Stages of analysis 
Main 
question 
Sub-questions Concepts Dimensions Aspects Critical Document Analysis 
 
How are the 
sustainability 
concepts and 
EfS principles 
represented 
within the 
South Korean 
and Australian 
early 
childhood 
education 
curriculum 
documents? 
 
- To what extent is 
the concept of 
sustainability 
embedded into 
two curriculum 
documents? 
 
 
1. 
The concept 
of  
sustainability 
A. Environmental A-1. Natural resources 
A-2. Climate change 
A-3. Biological diversity 
A-4. Environmental problems  
A-5. Disaster risk 
A-6. Sustainable community 
Stage 1: Description (Chapter 4)  
 What will be analysed 
- Nuri curriculum: 137 statements in the Five learning areas 
- EYLF: 161 statements in the Five learning outcomes 
 How will be analysed (4 steps) 
- Identifying each statement’s key words relevant to the three concepts, and highlighting them 
- Exploring which concepts and dimensions are related to the key words and ideas 
- Classifying the statements by the three concepts and dimensions 
- Arranging the key words and summarizing the main ideas 
 What will be found 
- How many statements in the two curriculum documents represent sustainability and EfS principles within 
the three concepts 
- The key terms represented in the statements, and main ideas summarised from the statements relevant to 
the concepts.  
Stage 2: Interpretation (Chapter 5) 
 What will be analysed 
- The key terms and main ideas gained from the stage 1 
 How will be analysed 
- Concept 1 – Six steps of interpretation 
1) Identifying each statement's key words and ideas in each dimension 
2) Analysing the words and ideas, focusing on the question - What topics are represented in the two 
curriculum documents for EfS in relation to the three concepts and dimensions? 
3) Classifying the topics  
4) Analysing and interpreting the topics  
5) Exploring which aspects of each dimension are linked to the topics 
6) Identifying what social and cultural factors can be related to the topics 
- Concept 2 – Five steps of interpretation 
1) Identifying each statement's key words and ideas in each dimension 
2) Analysing the words and ideas, focusing on the question - What topics are represented in the two 
curriculum documents for EfS in relation to the five dimensions? 
3) Analysing and interpreting the topics within the aspects (question form) included in each dimension  
4) Comparing the interpretation gained from step 3 and the meaning of each dimension of  
this study 
5) Identifying what social and cultural factors can be related to the topics 
- Concept 3 – Four steps of interpretation 
1) Identifying each statement's key words and ideas in each dimension 
2) Analysing the words and ideas, focusing on the first aspect – Do the two curriculum documents state the 
terms and places relevant to the five dimensions? 
3) Exploring whether the terms and places indicate EfS 
4) Identifying what social and cultural factors can be related to the terms and places 
- Comparing similarities and differences between the two curriculum documents representation within the 
three concepts 
- Inferring why they are differences focusing on South Korean and Australian different contexts 
 What will be found 
- Actual/verified/genuine answers to the main question and sub-questions of this study 
Stage 3: Explanation (Chapter 6) 
 What will be discussed 
- The findings gained from the stage 2 
 How will be discussed 
- Exploring the relationships between the findings and two countries’ social and cultural contexts   
B. Economic B-1. Responsibilities of organisations and 
corporations 
B-2. Market economy 
B-3. Production and consumption 
B-4. Conservation of resources  
B-5. Poverty 
C. Social C-1. Human rights 
C-2. Peace and security 
C-3. Social justice 
C-4. Cultural diversity 
C-5. Health and food 
C-6. Democracy 
C-7. Gender equality 
C-8. Poverty 
- How is the view 
of children as 
agents of change 
for sustainability 
represented in 
each curriculum 
document? 
 
2. 
Children as 
agents of 
sustainability 
for change 
A. Belonging A-1. What places or groups are represented or not 
as the places where children live? 
A-2. What do the two curriculum documents ask 
children about their places? 
A-3. How are children viewed in developing a 
sense of belonging? 
A-4. How are these related to EfS? 
B. Wellbeing B-1. How do children respond to themselves and 
to others? 
B-2. How do children shape and maintain 
relationships with others? 
B-3. How are children viewed in understanding of 
how to be caring of others? 
B-4. How are these related to EfS? 
C. Exploration C-1. What do children explore? 
C-2. How do children explore? 
C-3. For what purpose do children explore? 
C-4. How are children viewed in exploring and 
responding to problems? 
C-5. How are these related to EfS? 
D. Communication D-1. What do children express? 
D-2. For what purposes do children express? 
D-3. How do children express? 
D-4. How are children viewed in communication? 
D-5. How are these related to EfS? 
E. Contribution E-1. What do children contribute? 
E-2. How do children contribute? 
E-3. How are children viewed in contribution? 
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E-4. How are these related to EfS?  What will be found 
- Identifying the differences between the two curriculum documents / strong points and weak points of 
each curriculum in document relation to ECEfS 
- Suggestions of co-operative education for sustainability from the two curriculum documents 
- Implication for the concept of sustainability and ECEfS 
- Is education for 
sustainability as 
an everyday 
feature of young 
children’s lives 
reflected in each 
curriculum 
document? 
3. 
Sustainability 
in young 
children’s 
everyday 
lives 
A. Home 
B. Childcare 
Centre 
C. Community 
D. Nature  
E. Outdoor 
1. Do the two curriculum documents state the 
terms/places relevant to the five dimensions? 
2. Do the terms and places indicate EfS? 
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Main Points of Interpretation and Discussion 
 
1) Concept 1: The Concept of Sustainability 
Concept 1 Interpretation (Stage 2 of CDA) – Chapter 5 (Results and analysis) Explanation (Stage 3 of CDA) – Chapter 6 (Discussion) 
Dimensions Aspects 
(UNESCO, 2004; UNESCO, 
2014a; Jóhannesson et al., 2011;  
Yoo et al., 2013b) 
Nuri curriculum document EYLF Discussion points/Answer 
(Differences between Nuri and 
EYLF, and for the concept 1) 
Conclusion  
(A summary of each dimension through the 
explanation of CDA) 
Environmental Included  Knowledge of nature 
(e.g., natural resources, 
biological diversity) 
 Understanding of  nature on 
human community 
(e.g., climate change, 
environmental problems, 
disaster risk) 
 Awareness of sustainable 
community  
(e.g., sustainable community) 
 Knowledge of nature itself 
    (e.g., natural resources, flora and 
fauna, features, phenomena – 
weather, climate change) 
 Understanding of nature on 
human community 
(e.g., good and green (eco-
friendly) environment)  
 Individuals’ engagement in 
nature: Individuals’ 
intellectual (curiosity) and 
moral (heart/habits) 
responsibility towards natures 
 Knowledge of natural and 
constructed environments: 
Analytic approach to nature and 
human environments, not nature 
itself (e.g., interdependence 
between humans and nature, 
relationships between living and 
non-living things) 
 Understanding of nature on 
human community 
(e.g., impact of human activity) 
 Individuals’ cognitive abilities 
(prediction, understanding, 
exploration, appreciation, etc.) 
Discussion Points 
 Why dose Nuri have individual 
responsibility in an 
understanding of ‘nature’?  
 Why dose EYLF restrict an 
understanding of nature with 
‘environment’? 
 Why are two countries’ 
curricula different in a way of 
viewing ‘nature’?  
 
Answers 
 Collectivistic vs. Individualistic 
 Monism vs. Dualism (?) 
 Green Growth Education 
(2009)  
 The National Action Plan 
(2009) 
 
Eastern & Western 
 Eastern culture tends to understand 
‘nature’ in an inclusive way in which 
individuals and community are part of 
nature  
 Western culture focuses on the 
relationships between individuals and 
society and nature as they are independent 
entities  
 
Nuri & EYLF 
 Nuri adds individual responsibilities and 
ethical roles towards nature, society and 
economic because environmental/societal 
/economic issues are perceived as 
collective ones that all individuals should 
respond to them, which the current 
concept of sustainability is rarely 
emphasised 
 EYLF focuses on the development of 
individuals’ capability towards a 
consensual concept, sustainable 
community / society that individuals 
should aim to achieve 
 
 Judgements:   
 
- Nuri tends to accept the current concept of 
sustainability in a more inclusive way 
because of their collectivistic and group 
oriented culture 
- EYLF analytically and sustainability 
applies the current concept of sustainability 
within the contemporary Australian social 
issues such as inclusiveness of Aboriginal 
and Torre Strait Islander People, 
multiculturalism, and  impact of climate 
change on society  
 
(This difference explains why EYLF has 
no features for the economic dimensions of 
the concept of sustainability) 
 
 Suggestions:   
 
Understanding 
of 
‘environmental’ 
 Object which should be 
conserved  
 Cause and effect relationship 
between humans and nature 
 Place where humans/living 
livings/non-living things exist 
 Causal relationship between 
humans and nature with 
Individuals’ responsibility 
towards their place and 
living/non-living things  
 Place which includes natural and 
constructed environments 
 Causal relationship between 
humans and nature with 
individuals’ capacities towards 
their environment  
Marginalised  Individuals’ responsibility and 
ability 
 Nature on human community 
 Sustainable community 
 Individual cognitive abilities 
 Nature on human community 
 Individual moral responsibility 
Factors 
influencing 
  Collectivistic culture  Individual culture 
Economic Included  Knowledge of economy  
(e.g., market economy – liberal 
economy/system) 
 Responsibility of nations, 
groups/individuals  
(e.g., responsibilities of 
organisations and corporations, 
production and consumption, 
conservation of resources) – 
focus on groups’ 
responsibilities rather than 
individuals 
 Connection to 
environmental and social 
issues (e.g., conservation of 
resources, poverty) 
 
 Knowledge of economic 
activities  
(e.g., work/jobs and spending 
money) – individual-related 
activities 
 Individuals’ responsibility  
(e.g., spending habits) 
 
 Discussion Points 
 Why does EYLF have no 
feature for ‘economic’?  
 Why does Nuri emphasise 
individuals’ responsibilities of 
participating in social and 
economic issues? 
 Nuri tend to ensure that 
individual children are aware of 
their social position in national 
matters. Why does Nuri do 
such?  
 
Answers 
 Australian EYLF’s application 
of the concept of sustainability 
within social issues 
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Understanding 
of ‘economic’ 
 An issue which is influenced 
by group, in particular, 
organisations and corporations 
 As issue which can influence 
environmental and social 
issues  
 An issue which is directly 
connected to individuals’ living 
(making and spending money)  
  Consideration of children’s 
stage of development 
 Korean collectivistic/group 
oriented culture 
 
- The comparative analysis between Nuri 
and EYLF in an understanding of the 
current concept of sustainability indicates 
that it becomes obvious that cultural and 
social context affect an understanding of 
the concept of sustainability  
 
- Nuri’s collectivistic culture has an 
implication that the concept of 
sustainability needs to redefine the 
meaning of ‘nature’ in a more 
philosophically and cultural inclusive 
 
 
- The concept of sustainability in Eastern 
culture may become ambiguous or be too 
broadly accepted, and, in Western culture, 
it has potential discrepancies with the 
consensual concept of ‘sustainable 
community/society’ that become exclusive 
of a particular ethnic group because the 
concept has not been developed in a 
cultural inclusive way 
Marginalised  Individual responsibilities  General knowledge of economy 
 Groups’ responsibilities  
 Connection to environmental 
and social issues 
 
Factors 
influencing  
  Collectivistic culture 
 Korean current socio-economic 
problems  
(e.g., youth unemployment, 
over consumption, economic 
downturn) 
 
Social Included  Individual-related 
(e.g., rights, health, food) 
 Social & Cultural-related 
(e.g., social justice, cultural 
diversity, democracy, gender 
equality, poverty)  
 Global-related 
(e.g., peace and security) 
 
 Individuals’ knowledge and 
action for safety and health 
(e.g., knowing safety, taking 
action for safety, choosing 
healthy foods) 
 Individuals’ ethical roles and 
responsibilities  
(e.g., manners, public rules) 
 Understanding of ‘diversity’ 
(e.g., diversity of family 
structure, cultural diversity, 
diverse countries) 
 Individuals’ awareness of social 
issues 
(e.g., healthy lifestyles, rights, 
differences between people) 
 Understanding of ‘diversity’ 
(e.g., differences between people, 
cultural difference, people who are 
included and excluded)  
Discussion Points 
 Why does EYLF emphasise the 
individuals’ awareness of social 
issues unlike Nuri does not 
address such awareness?  
 
Answer 
 Mono vs. Multi culture 
(different concept of 
‘diversity’)  
: Australia as a multicultural 
society values cultural diversity 
as a social asset  
: Eastern vs. Western culture 
(‘similarities due to identical 
thinking and ‘differences’ due 
to analytical thinking) 
 
Understanding of 
‘social’ 
 Individually, socially, 
culturally, globally healthy  
 Healthy society with 
individuals’ responsibilities 
 Healthy society with social 
equality 
Marginalised  Diversity of family structure 
and people 
 Structural understanding of 
society /community (less 
systematic approach) 
 Less engagement in social 
equality 
 Individual knowledge, role and 
responsibilities 
Factors 
influencing  
  Mono-cultural society 
 Impact of Korean social issues 
(e.g., increasing number of 
multicultural families, changes 
in expectations around 
marriage, rising divorce rate) 
 Multi-cultural society 
 Aboriginal and Torre Strait 
Islander People 
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2) Concept 2: Children as Agents of Change for Sustainability 
Concept 2 Interpretation (Stage 2 of CDA) Explanation (Stage 3 of CDA) 
Dimensions Aspects Nuri curriculum document EYLF Discussion points/Answer 
(Differences between Nuri and 
EYLF, and for the concept 2) 
Conclusion  
(A summary of each dimension through the 
explanation of CDA) 
Belonging  
 
Meaning 
Children become 
interested in the 
place where they 
live and feel they 
belong 
 
Included  Engagement in the place 
where children live 
 
 Development of strong 
community links through 
understanding the culture, 
history and social issues 
 Individuals’ moral responses 
and responsibilities as a 
member of 
family/neighbourhood/countr
y (e.g., helping each other, 
being good citizens of Korea) 
 
 Engagement in country, 
neighbourhood and family as 
the place where they belong 
 Individuals’ development of 
sense of belonging and identity 
in sharing culture within 
family/community/their 
environments (inter-subject-
relationship) 
 
 Individuals’ cognitive abilities 
(e.g., developing, building, 
exploring) 
 
 Engagement in individuals’ 
environment/place/local 
community 
Discussion Points 
 What is the difference of 
‘belonging’ between two 
countries? 
 How does the difference affect 
an understanding of the concept 
2 (Children as agents of change 
for sustainability)? 
 
Answer 
 Group-oriented vs. individual-
oriented 
  
 The comparative analysis of the five 
dimensions of the concept 2, Children as 
Agents of Change for Sustainability 
indicates 
- Nuri approaches each dimension in a 
holistic way 
- EYLF uses each dimension as a framework 
for individual learners’ intellectual abilities  
 
 The underlying values towards the 
concept 2  
- Nuri presumes that children have potential 
ability to develop their abilities to ‘restore’ 
the intrinsic social and natural relationships 
with humankind, which lead to sustainable 
community 
- EYLF tends to regard children as 
independent entities that can have an 
objective to ’develop’ sustainable 
community  
 
 Judgements:   
 
- Nuri’s approach offers an ethical 
foundation to the concept 2 in which 
‘sustainability’ needs to be restored as it is 
the given goals for humankind, but it is 
also unclear what individuals are supposed 
to do for ‘sustainable community’ that 
have a numbers of political, economical, 
social, and ethical issues as well as 
individuals’ capacity as agents of change 
 
- EYLF has an apparent view on children as 
agents of change in which they are given 
natural abilities to change environment 
(towards sustainable community), yet 
EYLF does not clearly define what 
children as agents of change are supposed 
to do for sustainability as it does not define 
what sustainable community 
 
 Suggestions:  
 
- Both curricula are not explicit about 
‘sustainable community’ and the 
educational identity of learners, which does 
Understanding 
of ‘Belonging’ 
 Feeling and sense which 
children can develop 
themselves 
 What individuals are supposed 
to sustain the current family / 
affiliations / 
communities/nations that 
individuals are hierarchically 
positioned (no room for 
structural changes other than 
individuals’ moral responses 
and responsibilities towards 
given social relationships) 
 Individuals’ choice whether they 
can be part of social groups  
 Individuals’ capacities and 
capabilities that can be served for 
their chosen group.  
 
Marginalised   Children’s independence 
 Links to community 
 Individuals’ moral responses and 
responsibilities 
Factors 
influencing 
  Group-oriented  Individual-oriented 
Wellbeing  
 
Meaning 
Children’s sense of 
wellbeing is 
derived from how 
others respond to 
and respect them 
 
Included  Children’s expression  
themselves (empathy, 
tenderness) 
 
 Reshaping their identity 
(continually) 
 
 Relationship with others 
based on respect and trust 
 Individuals’ moral 
responsibility towards 
others/nature 
 
 Shaping/maintaining 
relationship based on 
belonging/bond/emotion (in 
group) 
 Both Individuals’ emotion from 
others and responses to others 
(inter-subjective-relationship) 
 
 Shaping/maintaining 
relationship based on 
individuals’ emotion and needs 
Discussion Points 
 What is the difference of 
‘wellbeing’ between two 
countries? 
 How do the understandings 
affect an understanding of the 
concept 2? 
 
Answer 
 Allocentric and self-centred  
  
Understanding 
of ‘Wellbeing’ 
  Relational driven whereas 
(individuals’ social 
relationships as part of natural 
phenomena that cannot be 
amended) 
 Individuals’ motivation driven 
(individuals’ autonomy and 
participation in social activities)  
Marginalised   Children’s expression 
themselves 
 Children’s responsibilities towards 
others 
Factors 
influencing 
  Korean traditional 
values(Confucian tradition, e.g., 
politeness), collectivism 
 neo-liberal concepts, 
individualism, autonomy 
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Exploration 
 
Meaning 
Children are active 
participants as 
problem solvers 
and solutions 
seekers 
 
Included  Children’s active participants 
(collaboration with others) 
 
 Children’s exploration of 
problems and solutions 
(capabilities to take action, 
responding to moral and ethical 
problems) 
 
 Children’s confidence and 
knowledge 
 Individuals’ continual 
intellectual responsibility 
(Individuals’ participation itself 
in inquiry activities rather than 
exploring with purpose, 
activities to understand 
surroundings, to gain 
knowledge/information) - 
Cyclical process  
 
 Requirement of individuals’ 
insight, sensibility, endurance 
 Individuals’ exploration with 
clear purpose (activities to seek 
problems, to improve individuals’ 
environments)  
- Object-oriented process 
 
 Requirement of individuals’ 
cognitive abilities, leadership 
and cooperation mind (co-
learning) 
 
Discussion Points 
 What is the difference of 
‘exploration’ between two 
countries? 
 How do the understandings 
affect an understanding of the 
concept 2? 
 
Answer 
 Holistic vs. analytic learning (or 
global vs. local learning)  
not resolve the ambiguity of children as 
agents of change for sustainability 
 
- Nuri articulates the relationship between 
individuals and nature and education 
should serve for children to be responsible 
individuals for the restoration of the 
relationship between humankind and 
nature 
 
- EYLF highlights that individual children 
are educated to develop their capabilities to 
contribute to the goals of community   
 
- The latter is closer to the ‘children as 
agents of change’, yet the former cannot be 
disregarded in which it offers a 
pedagogical foundation for EfS 
 
-  The foundation would indicate a mixture 
of independent learning (e.g., self-directed 
critical thinking and problem solving, 
disciplinary based learning)  and 
interdependent  (e.g., group-driven 
collaborative, experiential and problem 
based learning, interdisciplinary learning ) 
Understanding 
of ‘Exploration’ 
  A (social) process that the 
individual participants 
understand their engagement as 
a whole 
 The development of individuals’ 
capacity of problem-solving, 
decision-making, and cooperation. 
Marginalised   Children’s exploration of 
problems and solutions 
 Continual intellectual 
responsibility 
Factors 
influencing 
  Non-linear approach (Holistic 
learning) 
 Collectivism 
 Linear approach (Analytic 
learning) 
 Individualism 
Communicatio
n 
 
Meaning 
Children express 
their ideas and 
opinions on 
matters that affect 
them 
 
Included  Democratic processes 
(e.g., offering suggestions to 
wish, explaining and making 
constructions) 
 Decision-making power 
 Understanding of citizenship 
 Individuals’ development of 
communication skills (i.e., 
appropriate words, sentences, 
time, place) 
 
 Individuals’ expression of 
emotion and ideas  
 Individuals’ development of 
literacies/language 
(home/family/community)  
 
 Individuals’ achievement of the 
goal through interacting and 
sharing 
Discussion Points 
 What is the difference of 
‘communication’ between two 
countries? 
 How do the understandings 
affect an understanding of the 
concept 2? 
 
Answer 
 ‘Intrapersonal’ and 
‘interpersonal’ communication  
 ‘Self-awareness’ on the 
relationships (Nuri) and own 
goals (EYLF) 
Understanding 
of 
‘Communication
’ 
  individuals’ communication 
skills that focus on interaction 
and shareness within a group 
which the individuals belong to 
 Individuals’ motivation and ability 
to achieve a goal through 
interpersonal communication 
Marginalised   Democratic process 
 Decision-making power 
 Individuals’ expression of 
emotions and ideas that focus on 
shareness and interaction within a 
group 
Factors 
influencing 
  Mono-culturalism 
 Collectivism (ethics, emotional, 
bond) 
 Intrapersonal’ communication 
 Multiculturalism 
 Individualism 
 ‘interpersonal’ communication 
 
Contribution 
 
Meaning 
Children make 
meaningful 
contributions to 
caring for the earth 
 
Included    Individuals’ experience to be 
involved in group/community as 
good citizens (strong community 
created by individuals’ 
contribution) 
 
 Individuals’ 
confidence/motivation in group 
activities 
 
Discussion Points 
 What is the difference of 
‘contribution’ between two 
countries? (justification of the 
difference of contribution) 
 How do the understandings 
affect an understanding of the 
concept 2? 
 
Answer 
 ‘Citizenship’ in terms of Eastern 
and Western culture  
 Understanding 
of ‘Contribution’ 
  unnecessary because it has been 
merged in other dimensions as 
individuals’ responses and 
 Important for individuals as 
independent entities to practise 
social responsibilities. 
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responsibilities 
 Marginalised     
 Factors 
influencing 
   Individualism  
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3) Concept 3: Sustainability in Young Children’s Everyday Lives 
Concept 3 Interpretation (Stage 2 of CDA) Explanation (Stage 3 of CDA) 
Dimensions Aspects Nuri curriculum 
document 
EYLF Explanation (discussion points – differences between 
Nuri and EYLF, and for the concept 3) 
Conclusion (A summary of each dimension through the 
explanation of CDA) 
Home 
 
Meaning 
Children’s EfS at 
home with their family 
Family  Place to learn and 
practise Individuals’ 
moral responsibilities 
(manners) 
 
 Place to adapt as a 
member of group 
 
 
 Related to Korean 
traditional values, 
collectivism 
 Place to develop 
individuals’  
identity/sense of 
belonging within diverse 
culture and language 
 Related to 
multiculturalism, 
individualism 
Discussion Points 
 The difference between Nuri and EYLF in 
understanding of learning sites 
 
Home, childcare centre, community  
 
Nuri 
-  The place where children adapt themselves as a 
member of group.  
 
    EYLF 
- The learning sites are a space where children learn 
and practise social and cultural values and norms.  
 
Out of the institutions (nature, outdoor, everyday lives) 
 
Nuri 
- The ‘sacred places’ where children continue to 
practise social relationship and cultural values  
 
    EYLF 
The places are more conceptual in which they 
offer ‘opportunities’ that children can develop 
their abilities such as leadership and can learn 
social norms  
 
Answer 
- Visual spatial learning vs. auditory-sequential 
learning in a cultural understanding (Eastern and 
Western). 
- ‘Sacred places’ and ‘opportunities’ with relational 
–contextual thinking and abstract–conceptual 
thinking   
  Different understanding of ‘everyday lives’ between Nuri 
and EYLF as an extension of education 
 
Nuri 
- Nuri tends to view the concept ‘everyday lives’ as 
different places where children can practise social 
relationships and cultural values 
- Nuri constantly emphasises individuals’ (social and 
cultural) positions in diverse places 
 
    EYLF 
-  EYLF does view it in a conceptual understanding that 
offers diverse opportunities for children to develop 
additional skills.  
- EYLF focuses on individuals’ knowledge and skills 
that can be further developed with more opportunities 
 
    Nuri & EYLF 
- Visual-spatial and auditory-sequential 
- Relational-contextual and abstract-conceptual thinkings  
  
 Judgements: The comparative analysis of the concept 3 in 
Nuri and EYLF indicates that Young Children’s EfS in their 
Everyday Lives are neither substantial nor practical, in which 
both are not inclusive of ‘sustainability’ beyond educational 
institutions 
 
 Suggestions: The concept 3 needs to be inclusive of ‘beyond 
educational institutions’ in relational, contextual, and 
conceptual ways.   
 First, ‘relational’ means everyday life for EfS needs to 
address the children’s position in the relationships 
between family and community 
 
 Second, ‘contextual’ means it needs to be combined 
with social and cultural values and norms 
 
 
 Third, ‘conceptual’ is to develop EfS to be applicable 
to individual children’s awareness and capabilities in 
different institutions and contexts 
Childcare Centre 
 
Meaning 
Children’s EfS in a 
childcare centre or 
kindergarten with 
other children and 
educators 
Educators/ 
Other children 
 
 Place to shape 
relationships with 
others 
 
 Place to learn the rules 
in social groups 
Community 
 
Meaning 
Children’s EfS in their 
local community with 
the member of 
community 
Community members  Place to develop 
individuals’  
identity/sense of 
belonging within diverse 
culture and language 
  
 Related to 
multiculturalism, 
individualism 
Nature 
 
Meaning 
Children’s EfS in in 
natural environments 
such as parks, gardens 
and forests 
Natural environment  Place to gain knowledge 
(features and  
changes) 
 Place to predict and 
generalise 
 
 Related to individualism, 
leadership, cognitive 
abilities 
Outdoor 
 
Meaning 
Children’s EfS in the 
outdoors such as zoos, 
playgrounds and 
surroundings 
Constructed environment 
Everyday lives   Place to do something 
with others and to 
others 
 Related to collectivism 
(bond, belonging) 
 
 
 
 
